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ABSTRACT
An Analysis of the Parameters of Effective
Educational Advocacy Participation as
Perceived by the Participants
(September 1980)
Bertrand James Brown, B.A.
,
The College of Emporia
M.S., Kansas State College, Ed.D., University of
Massachusetts
Directed by: Professor Harvey B. Scribner
This dissertation investigates the effectiveness of
varied forms of educational parental/consumer advocacy par-
ticipation as perceived by the participants. The disser-
tation addresses four basic research questions: (1) What
was the nature of the process through which advocacy groups
facilitated increased parental participation in the school-
ing process? (2) What are the identifiable elements of the
advocacy process in facilitating effective participation as
perceived by the participants? (3) How is the program
perceived by those whom it purports to serve? and (4) What
are the perceived elements requisite for a model of advo-
cacy participation?
Eight educational consumer advocacy participation
organizations located in four different regions of the
vi
continental United States were investigated through case
studies. Four primary and four secondary educational con-
sumer advocacy organizations were investigated: The
Chicago Education Project (or American Friends Education
Project of Chicago, Illinois)
; The Chicano Education Pro-
ject of Denver, Colorado; The Children's Defense Fund of
Jackson, Mississippi; and. The Boston Massachusetts Advo-
cacy Center represented the prim.ary sites investigated.
The secondary sites investigated were: Florida's manda-
ted Education Citizens Committees of Miami, Orlando and
Winter Garden, Florida; AFRAID, and The Harlem Parents Union
(both of New York City) ; and The National Committee for
Citizens in Education, Columbia, Maryland.
A comparative anc.lysis of the selected advocacy
groups was completed and the common strengths and common
elements of strategies and techniques for effective par-
ticipation were ascertained. These advocacy organizations
shared common strategies and techniques that v;orked for
them. The successful advocacy strategies and techniques
as well as advice offered by the groups studied are fur-
ther shared in an exemplary model of educational consumer
advocacy participation. This exemplary model of parental
advocacy participation can be immediately useful to those
initiating and/or contemplating the initiation of similar
vii
advocacy organizations. The model will increase the
survival potential of a new organization and can also
serve as a tool to help insure that newly formed advo-
cacy groups guarantee parental participation in school
governance. The model also represents the parameters
of sustained and successful educational parent advocacy
participation as perceived by participants.
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CHAPTER I
INTRODUCTION
The purpose of this study is to analyze the parameters
of effective educational advocacy participation as perceived
by the participants. This participation takes the form of a
number of educational consumer advocacy programs scattered
throughout the continental United States. The study inves-
tigates four primary and four secondary case studies of
organizations which perceive themselves as being successful.
Historically, educational consumers--parents and
students—have made certain assumptions about the educa-
tional system. These assumptions included: (1) that the edu-
cational system was capable of effectively and meaningfully
educating all children, including Third World children;
(2) that universities and colleges had the capacity to
equip educational providers— teachers, administrators and
guidance counselors—with the relevant cognitive and affec-
tive tools needed to educate all students, including Third
World students; (.3) that the educators equipped with such tools
would provide all students with a humanistic education.
Educational consumers holding such assumptions soon
learned that the educational system provided neither
humanistic nor quality education for everyone. Kenneth
1
2Clark supported those assumptions as implied goals for the
American Education System, but doubted the system's resolve
to address effectively the needs of the poor and minorities.
Clark stated: "Negroes in the ghetto have long been con-
cerned with the quality of their children's education.
There have been committees for better schools in Harlem
going back to the 1930' s."^ Such organizations were appar-
ently not successful, in improving the quality of education
for Blacks. In fact, Clark reported that as the propor-
tion of Blacks in schools increased, the quality of educa-
tion decreased. By contrast, the quality of education in
neighborhoods comprised predominantly of middle-class
v;hites, was generally good.
Clark noted too that the system did have the ability,
if not the resolve, to educate minority children. He sug-
gested that an advocacy group composed of powerful business
leaders could assume responsibility for deciding what must
be done with public education. He believed that a con-
sensus and commitment from such a group would impel politi
cal leadership to action.
^Kenneth Clark, Dark Ghetto , (New York: Harper Row,
1965)
,
pp. 118-153.
3Although th© growth of unionism among profGssionals
has been great, teacher unions have done little to ame-
liorate the problems of America's faltering education
system. According to Hicks by 1977, the National Educa-
tional Association had 1.8 million members and the United
Federation of Teachers had grown from 50,000 members in
21960, to 500,000. Hicks suggested that this growth in the
unity of professionals was accompanied by increased power
and a huge stake in the status quo.
Clark prophesied that the general decline in educa-
tional achievement of middle-class students would help to
bring the political support to check the teacher's unions.
At long last we have a break-through. In the past
the public believed that if children were failing it
was because they were dumb or their parents were
failing. Now they are beginning to see that middle-
class children are also short changed—witness the
lowering aptitude scores. The problem now becomes
.
one of general concern.
3
However, an array of educators—Alvin Toffler,
4 5 . 6
Charles E. Silberman, Kenneth B. Clark, Michael B. Katz,
^Nancy Hicks, "Public Education, What's Happening to
the Children?," Black Enterprise , September 1978, pp. 30-2.
^Alvin Toffler, Future Shock , (New York: Random
House, 1970.
^Charles E. Silberman, Crisis in the Classroom , (New
York: Random House, 1971)
.
^Clark, Dark Ghetto, pp. 118-153.
47Leonard B. Stevens and Harvey B. Scribner —have warned
that the education system, unlike our rapidly changing
industrial and technological society, is intrasigent.
While it may appear at times to change, its walls and
sacred conventions are very much the same as they have been
for generations. In brief, neither the educational system,
its pre and in-service training components, nor its basic
curriculum have been significantly modified to meet the
needs of students in contemporary society.
Perhaps the most damning indictment against the educa-
tional system is that major attempts at change usually took
place without the inclusion of parents and pupils— the
individuals v;ho most benefit from the educational system.
[and of course, financially support it]. In order to in-
sure broader participation, Barbara Sizemore suggested that
parents and concerned citizens play a role in improving
schools.^ Even though America has failed to adequately
educate all of its people, the polity must understand that
the United States has a commitment to education for all.
^Michael B. Katz, Class Bureaucracy and Schools , (New
York: Praeger Publishers, 1973).
"^Harvey B. Scribner and I.eonard B. Stevens, Make Yq^
School Work, (New York: Simon and Schuster, 1975).
^Bernard C. Watson, "Interview Barbara Sizemore,"
Cross Reference, 1 (May-June 1978): 236-38.
5Sizemor© ’ s ideal school systein would have a governance
structure which involved parents, administrators, com-
munity leaders, teachers and students in a goal setting
process and a mutuality of effort to achieve educational
goals
.
Earl Graves noted the blame--the victim syndrome
—
through which the failure of the school system is blamed
on the youngsters rather than the teachers v7ho have such
low expectations for Black and minority students:
They really don't expect them to succeed and many
don't. Moreover, too many teachers . are encumbered
by unreasonable fears of their pupils whom they
label disruptive and uneducable, thus transferring
the responsibility of the students' lack of accom-
Pl ishment from themselves to the pupils.
^
There is a lack of accountability, suggested Graves, be-
cause of the strong unions and their won tenure laws.
"Once tenure is received, the teacher is no longer account-
able to either the public who foots the bill, or to the
real losers, the children." Finally, Graves warned that
it is the parents' responsibility not to leave the schools
to educate their children. "The public school system has
failed us in many palpable ways, but the fact is that par-
ents have a primary responsibility for seeing that their
^Earl G. Graves, "Public Education Blame for Many,
Black Enterprise, September 1978, p. 7.
6children are taught."
The necessity for heeding Graves' warning can be
noted as Michael B. Katz^^ vividly illustrated the plight
of Third World youngsters:
public education represents a social sorting device
stacked even more heavily against Blacks than against
poor. Racism is integral and functional to public
education. An attitude that describes one group of
people as essentially different from, and inferior
to, the dominant group is racist.
Katz further argued that racism not only underlies the
origins of public education, but more importantly, has be-
come the instrument of excuse for educational failure.
Lav/rence Davenport and Reginald Petty^^ asserted
that the whole of a Big Ten University's required teacher
training professionals curriculum did not include a single
course addressing "racial or ethnic minorities." The pri-
orities and insensitivity of that school's pre-service
programs for teachers are clearly indicated. Allen Bal-
lard pointed out that predominantly Black higher educa-
tional institutions have similarly failed: "Neither the
Black colleges of the South nor the white colleges of the
North and South recognized the true nature of their task;
^^Katz, Class Bureaucracy and Schools , p. 110.
^^Lawrence Davenport and Reginald Petty,
and Career education , (Washington, _D.C. : ^Educational^and
ConMnunity Counselors Association, Inc., 1975), p.
7ri^ithor citt0inptGd to Gnsuro that Black collGgians v/ould
recGivG thG samG Gducation as any youth. "^^Black colleges
in the South, with rare exceptions, were traditionally
compelled to educate their students under paternalistic
which precluded creativity and imposed a narrow
curriculum.
Annie Stein offered additional proof of the failure
of the schools. "The average child in eighty-five percent
of the Black and Puerto Rican schools is functionally il-
literate after eight years of schooling in the richest
• • . .
. 13
city in the world. This is a massive accomplishment."
Stein also noted that perhaps a greater "achievement" by
the schools is that they have blamed the children, their
families and their comn^anities for the failure. Because
schools are appallingly failure ridden, the real crime
according to Scribner and Stevens, is that "they tend so
14
powerfully to stay the way they are." Even in the face
of clear failure to meet the needs of thousands of the
young, schools display an uncommon capacity to resist
fundamental reform. "Public control of schools is close
^^Allen Ballard, The Education of Black Folks , (New
York: Harper Row, 1975), p. 5.
^^Annie Stein, "Strategies for Failure," Harvard
Education Review 4 (May 1971) : pp. 133-35.
^^Scribner and Stevens, Make Your School Work , pp.
11-13.
8to a fantasy," the author fi assert.
Ray C, Rist explained that minority children were
often not educated because their values were not in con-
gruence with those of the teachers. Students in a tea-
cher's classroom who displayed those attributes v;hich a
number of studies indicated were highly desired in child-
ren by middle-class educated adults as being necessary for
future success were selected by said teacher as possess-
ing the potential to be a "fast learner." Those youngsters
not possessing the desired qualities were defined by the
teacher as "slow learners." None of the criteria upon
which the evaluation of the children appeared to be based,
v/ere directly rel^lted to measurable aspects of academic
potential
.
Kenneth Clark hypothesized that teacher attitudes
towards their students was the most important factor in
attempting to understand the massive retardation of ghetto
youngsters
:
The fact is that these children, by and large, do not
learn because they are not being taught effectively
and they are not being taught because those who are
charged v/ith the responsibility of teaching them do
not believe that they can learn, do not expect that
they can learn, and do not act towards them in ways
^^Ray C. Rist, "Challenging the Myths, The Schools,
the Blacks and the Poor, Student Social Class and Teacher
Expectations: The Self-Fulfilling Prophecies in Ghetto
Education," Harvard Education Review
91 6
which help them to learn.
Henry Steele Commager summed up the failure of the
school system: "Rarely, if ever, in the history of educa-
tion have so many been exposed to so much with results so
17
meager." To judge by the last forty years or so, the
whole enterprise of relying on schools to reform society
by direct teaching has been what Commager called an unmiti-
gated failure. All of these indictments of the educational
system are serious, the need for change and/or viable al-
ternatives are to the author, a necessity.
The critical question that must be answered is, can
relevant and effective change take place in our educational
system? Mario Fantini believed that a revolution in educa-
tion must take place before effective and meaningful change
1
8
will take place, before something new will emerge. Such
a revolutionary process must include the total participa-
tion and involvement of parents and students as full part-
ners with those who control the education system, the
professionals
.
^^Clark, Dark Ghetto
,
p. 131.
^^Henry S. Commager, "The School's Surrogate Con-
science," Saturday Review , January 1975, p. 9.
^^Mario D. Fantini, "Teacher Training and Educational
Reform" in Improving In-Service Education: Response and Pro
cedures for Change, ed. Louis J. Rubin (Boston: Allyn and
1971)
,
pp. 181-190.Bacon Inc.
,
10
Fantini's proposal for educational revolution
included two basic reforms. First, there must be a funda-
mental realignment of partners in the educational enter-
prise; students, teachers, administrators, and the public
itself must pool their collective efforts in the improve-
ment of the schools. Second, there must be an alteration
in both the substance and process of education. That is,
what is. taught and how it is taught must be more relevant
to the realistic concerns, interests, and aspirations of
the students.
The author believes that this revolution or process
of educational alteration can take place through an educa-
tional consumer advocacy vehicle. Such a vehicle would
allow for broad based participation/involvement of parents,
and students, and comnmnity folk in the governance of their
educational system.
The broad goals of educational consumer advocacy or-
ganizations as perceived by the author would include
.
(a) the improvement of both the quantity and quality of in-
struction in the school system, including the total curri-
cula, (b) making certain that the needs, aspirations, and
desires of the educational consumers are given proper atten
tion by educational administrators and schools boards; this
would include allowing parents to participate in the
compo-
sition of school and district level budgets as well as
the
11
setting of educational goals, making key personnel decisions
the like, and (c) being able to wield power through
public politics. This latter capability is essential if
i^^l^vant educational changes are to be accomplished by ed-
ucational consumer advocacy vehicles. It is also crucial
to the well being of a comniunity when one considers David
Easton's definition of politics: "the authoritative alio-
• 1
9
cation of values for a society."
School systems, according to Dale Mann, make three
main types of values differentially available:
1. Social Mobil ity: The schools remain society's
foremost institution by which poor people may
bootstrap themselves into different circum-
stances. Schools are supposed to differentiate
among those who will and won't fit into bureau-
cracies, who will and won't accept societally
determined roles, who will and won't endorse
the previous culture.
2. The second value allocated by schools are norms .
Schools do inculcate children with differing
versions of a wide range of societal norms:
competition over cooperation, individua], effort
over collective work, cognitive over affective
responses, science over art. Good citizenship,
racism, sexism, agism, and the acceptance of
authority are norms transmitted by schools.
The third value is that schoolinq is big busi-
20ness
.
^^David A. Easton, Framework for Political Analysis ,
(Englewood Cliffs, New Jersey: Prentice Hall, 1965), p. 50.
^^Dale Mann, The Politics of Administrative Represcn-
tation, (Lexington: D.C. Heath and Co. , 1976) , pp. 3-4.
12
Wilbur J. CohGn supported Dale Mann's third area of
. 21
values. He noted that in 1976 approximately 100 million
people in the United States engaged in some sort of formal
educational experience and that elementary and secondary
education cost 68 billion dollars a year. Work reported
by Patricia Graham was illustrative of Cohen's claim.
She stated that although the United States population is
immensely diverse, nearly all of its people are literate
and 87 percent of the age group five to seventeen are en-
rolled in public elementary and secondary schools— "an in-
crease of 30 percentage points between 1870 and 1970. At
the present time over half the high school graduates are
continuing their formal education." She further noted that
for most of this century approximately 85 percent of Ameri-
can school aged children attended public schools. The
figure is now over 90 percent. In addition to educating
the masses of young people, a large number of older people
through community colleges and continuing education pro-
grams have been educated as well.
^^Wilbcr J. Cohen, "Education and Learning," The
Annals of the Ame rican Academy of Political and Social
Science~^78 (1976): 84 .
^^Patricia A. Graham, "America's Unsystematic Educa-
tional System, Annual Editions, Readings in Education, 76/77 ,
(Sluice Rock Guilford, Ct.: Dusking Publishing Group Inc.,
1976)
,
pp. 2-5.
13
Although schools do, according to Mann, allocate
values, which gives them the power to depress or enhance
social mobility thereby determining who v/ill be the re-
cipients of the scarce resources available in the schools,
the allocation is done authoritatively through politics.
It was politics that provided the compulsory education/
pupil attendance laws, and politics that provides tax money
to educationally process children and decide who v/ill and
who v/ill not be certified to teach the children. It is
also politics that provides protection for the decisions
made by the "authorized" people especially when they are
in conflict with those of parents. Educational consumer
advocacy organizations must be able to have a meaningful
impact upon the politics of the community if they are to
be successful educational reform organizations. The author
contends that it was partially because of the absence of
such organizations that the efforts at educational reform
have not been successful. Kirp, Buss, and Kuriloff noted
that the Massachusetts State Legislature, in response to
organized parental pressure, passed what they perceived
provided the country's most progressive public school
special education program. Chapter 766 of the General
23
Massachusetss Laws of 1972.
^^D.I. Kirp, W. Buss, and P. Kuriloff, "Legal Reform
in Special Education; Empirical Studies and Procedural
Proposals," California Law Review 62 (1974): 40-155.
14
The author believes educational consumer advocacy
organizations are better equipped to gain such power and
offer sustained pressure, thereby becoming more effective
educational change agents than a single individual and/or
an unorganized incohesive group of individuals.
Charles T. Williams lent credence to this statement
in his outline of a process through which organizations
24
might be successful. ‘ Included in the process v/as that
organizations such as educational consumer vehicles, must:
"Recognize and understand the sequential process for
change; the steps include: awareness, political involvement,
power and then change.” Also, Williams pointed out that
such organizations would be political miiioribies and it
would behoove them to form coalitions with other groups
having similar goals, objectives, ideas and aspirations.
It is the author's contention that educational con-
sumer organizations are needed if a sustained impetus for
educational change is to survive. Williams supported
this contention by noting that while individuals might
serve as catalysts for change, a well organized adveisary,
like a teacher's union, could more easily frustrate and
neutralize their efforts. An educational advocacy vehicle
^^Charles T. Williams, Educating Black Students Hu_
manistically (East Lansing: Michigan Education Associa-
tion, 11975J), p. 13.
15
would have a better survival potential because of its
broad power based organization and thereby more easily
effect meaningful change. Marilyn Gittell and Edward
Hollander, in a study of the propensity to innovate in
six large cities, noted that the most clear cut cause and
effect relationship with innovation appears to be public
participation. The need for such participation on the part
of parents was expressed after the civil disorders of the
25late 1960's. "Education in a democratic society must
equip children to develop their potential and to partici-
pate fully in American life," so states the Summary Report
2 6
on Civil Disorders. The report noted that the schools
have not discharged this responsibility well for the child-
ren of the ghetto. The report recommended as one of several
strategies for improving community relations, to provide
enlarged opportunities for parent and community participa-
tion in the public schools. A suggested mechanism for such
involvement of parents and students, by the Commission,
was the use of parents' advisory councils or similar
advocacy bodies.
^^Marilyn Gittel and Edward T. Hollander, Six Urban
School Dist ricts: A Comparative Study of Institutional
Response (New York: Praeger, 1968) , p. 51.
^^Report of the National Advisory Commission on Civil
Disorders, Summary of Report (New York: Bantura Books, 1968),
pp. 25-6. "
16
This study intends to examine, through case studies,
eight educational consumer advocacy organizations in four
different regions of the continental United States—North-
east, South, Midwest and West. The purpose of the exam-
inations will be to determine the effectiveness of educa-
tional consumer advocacy participation as perceived by the
participants through their stated goals and objectives.
Background of the Problem
In recent years there has been great influx of educa-
tional consumer advocacy organizations throughout the
country. The National Conmiittee for Citizens in Education
alone has over one hundred member organizations in some
thirty-six states, including the District of Columbia.
This influx of educational consumer organizations was
brought on by three factors. The first factor was the de-
sire of parents to become involved in the meaningful gover-
nance of their educational system. Phillip Meranto noted
that community control can be successful if there is signi-
ficant community involvement in key policy decisions, par-
ticularly in the area of personnel, curriculum, budget,
and overall evaluation . He further noted that this does
Phillip Meranto, School Politics in the Metropolis ,
(Columbus: Merrill Publishing Co., 1970), pp. 76-7.
17
not mean that parents want to run the schools themselves,
but they do want to be involved in key policy making de-
cisions and want to insure that the professionals working
in the schools are responsible for the needs of the com-
munity and its children.
A second factor influencing the growth of educational
consumer advocacy organizations in urban centers was
brought on, in part, by the failure of the educational
system to meaningfully educate Third World children. This
is typified by Jeffery Raffel's observation of Black
2 8Boston, Massachusetts, parents in recent years. His study
showed that Black parents were interested in participating
in more of the educational policy making areas than any
other group.
In addition, the growth of educational consumer ad-
vocacy organizations was spurred by an attempt by parents
to gain some control over their educational system (s)
,
which are generally controlled by educational administra-
tors, the most visible potential educational change
agents. Dale Mann supported this point by noting that
school administrators have seized more and more defacto
^^Jeffery A. Raffel, "Responsiveness in Urban Schools:
A Study of School System Adoptation to Parental Preferences
in an Urban Environment," (Ph.D. dissertation, Massachusetts
Institute of Technology, 1972), p. 153.
18
autonomy in both educational policy determination and
implementation
.
While parental involvement is essential before
meaningful and relevant educational change can take place;
such involvement must be consistant and sustained if it
is to be effective. Mario Fantini pointed out a problem
that has plagued many educational systems and supports a
belief held by the author. Dale Mann and others. Fan-
tini explained that: "the more accountable the school is
to the community, the lower the degree of comnmnity control
is likely to be. That is, the level and intensity of par-
ental participation lessens." Parents have a tendency to
become more trusting of the school, and therefore more
com.placent when they perceive things are going right. The
implication is clear, that as long as the school is account-
able, the professional’s ability to impose values he/she
wants goes unhindered. In an attempt to increase account-
ability argued Fantini, the danger is that professional
autonomy might not be decreased but rather increased.
These are dilemmas which accrue to educational commun-
ities across the country but are solvable through the use
^^Mario D. Fantini, et al.. Community Control and
the Urban School, (New York: Praeger, 1970), p. xvii.
19
of educational consumer advocacy vehicles. The in-put of
parents in the governing of their schools is important.
The historical role of parents as educational change
agents has been adequately documented. Mario Fantini and
Gerald Weinstein in their article "Taking Advantage of
the Disadvantaged" related a good example.
. . . The recent controversy at New York's Intermed-
iate School 201 dramatized parent demands for greater
participation and control in educational matters.
Whether this deep conviction is expressed in militant
demonstrations or in persistent middle-class pressure
on suburban schools, parents are calling for tangible
practice of the traditional preaching that American
schools belong to their communities.^^
These authors further made clear that ways must be found
to bring together, to reconnect the members of each school
conmiunity— teachers, children, administrators and parents--
V7ith one another. "Parents should become partners in
planning and operations of schools." One way in v;hich
parents might become partners in the planning and opera-
tions of their schools is to create teacher assistant
roles, stated Fantini and Weinstein. They suggested that
a more important strategy for involving parents, however,
is to give them a voice in the actual direction of the
^^Mario D. Fantini and Gerald V^Jelnstein, "Taking
Advantage of the Disadvantaged," A Ford Foundation Re-
print (Now York: Teachers College, Columbia University,
November 1967), pp. 3-12.
20
school. Parents should be allowed to hold positions on
special sniall local school boards that would have greater
autonomy in areas of personnel and certain aspects of
development, including, if necessary, departures
.from conventional processes. Parents and other community
leaders should also be enabled to hold the central school
board and the professionals accountable for the child's
achievement and for meeting the broad goals of public
education] Parent power to hold schools accountable
should, according to the authors, stop short only at de-
mands for sectarian curriculums.
The redistribution of power alluded to by Fantini
and VJeinstein can be accomplished by educational advocacy
groups. It is through such groups that the restrictions
around local, state and federal centers of educational
decision making might be broken and shared.
During the Sixties, New York City-based parent par-
ticipation organizations were instrumental in causing
the New York City School Decentralization Law to be
passed. That legislation came about as the result of
educational advocacy and was responsible for dividing the
country's largest public school system into thirty-one
individual local school districts. Donald N. Bersoff
made clear that it is because of such advocacy groups
tliat some progress has been made for the rights of children
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through the courts. These organizations have been
responsible for the courts acting as advocates for child-
ren, intervening on their behalf in relation to those
services and institutions that impinge on them. In fact,
safeguards, because of such judicial, interven-
tion brought by advocacy groups, are now in place before
children may be assessed, labeled and placed in special
education programs that remove them from the mainstream,
noted Bersoff. Bersoff further noted that in 1969, for
example, the courts yielded the now well publicized:
Tinker vs. Des Moines Independent School District decision.
This Supreme Court decision guaranteed students what is
tantamount to freedom of speech. The courts, in invalida-
ting the administrator's regulation, asserted:
In our system, state-operated schools may not be en-
claves of totalitarianism. School officials do not
possess absolute authority over their students. Stu-
dents in school as well as out of school are 'persons'
under our constitution. They are possessed of funda-
mental rights which the state must respect. Students
may not be regarded as closed-circuit recipients of
only that which the state chooses to communicate.
They must not be confined to the expression of those
sentiments that are officially approved. In the ab-
sence of a specific showing of constitutionally-valid
reasons to regulate their speech, students are
^^Donald N. Bersoff, "Child Advocacy: The Next Step,"
New York University Education Quarterly , Spring, 1976,
pp. 10-17
.
\
\
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entitled to freedom of expression of their views.
In 1954, the Supreme Court declared that an educa-
tional opportunity be made available to all on equal terms.
In Pennsylvania Association for Retarded Children (PARC)
vs. Commonwealth and Mills vs. D.C. Board of Education
,
handicapped children won the right to due process and
equal protection under the laws of the Constitution.
In brief, such children had a right to an education rele-
vant to their specific needs. As a result of this de-
cision, the term education was redefined. It could, accord-
ing to the courts, no longer be defined solely on terms of
academic instruction or even the capability of a child to
master a normal scholastic program. Its meaning, stated
Bersoff, was broadened to include any kind of training a
youngster might need. A Maryland judge, "in a right to
education suit," defined education as any plan or struc-
tured program administered by competent persons that is
designed to help individuals achieve their full potential.
The thrust of Bersoff 's observations is evident.
Advocacy groups have served as catalyst for change. The
nation's school system has not escaped judicial inter-
vention. In 1975, the courts granted students due pro-
cess in cases of impending suspension or expulsion from
school: Gross vs. Lopez, a 1975 Supreme Court decision.
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For the first time, minimum procedures for suspending a
youngster from school v/ere set. The suit was initiated
by nine youngsters and their parents in Columbus, Ohio,
in 1971. It was successfully brought about with the aid
of child advocacy groups.
Such organizations, by working in concert with par-
ents, educators and students, can be very effective educa-
tional change agents, especially in urban centers. The
need for educational consumer advocacy organizations is
apparent; but just how effective these varied organiza-
tions are is yet questionable. In fact, very little is
known about such organizations: Whom they serve? How
are they funded? How do they communicate with one another
and other similar organizations? Vvhat strategies and
techniques were successful for them and might be shared v;ith
others in an exemplary model program of educational par-
ental participation?
This study will help to determine the parameters of
effective educational consumer participation in terms of
the goals of the participants. Further, it will lead to
a better understanding of: (1) The nature of the process
through which advocacy groups facilitated increased par-
ticipation in the schooling process; (2) The most impor-
tant elements of the advocacy process in facilitating
increased participation; (3) How such organizations are
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perceived by those it purports to serve; and (4) The
perceived elements requisite for a model program of
educational parental advocacy participation.
Specific statement of the problem . Specifically, this
study will analyze data on eight educational advocacy
participation groups v/hich have been effective as per-
ceived by the program participants in achieving their
stated program goals and objectives. The data will be
gathered to determine the parameters of effective educa-
tional consumer advocacy as perceived by the participants.
To determine tlieir effectiveness, the study will examine
the following subsidiary questions:
(1) What was the nature of the process through Vv’hich
advocacy groups facilitated increased parental
participation in the schooling process?
(2) What were the identifiable elements of the ad-
vocacy process in facilitating effective par-
ticipation as perceived by the participants
and their constituency?
(3) How is the program perceived by those whom it
purports to serve?
What were the perceived elements requisite for
a model of advocacy participation.
( 4 )
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Significance of the problem
. The responsibility for
changing the educational system should accrue to those
who benefit from it. Gibbins implied that to attempt
change is dif ficult--because the system is ponderous and
the consequences are too unpredictable. Parents, through
educational consumer advocacy groups, must assume this
. . . 32
awesome responsibility.
A critical role for future educational engineering
will involve developing selection techniques for obtaining
staffs with characteristics identified as essential for
effective functioning in the schools. At the present time,
and in the absence of such selection methods, appropriate
actions must be taken to provide behavioral modification
through the active involvement of an educational consumer
advocacy program.
New teachers in urban schools rarely possess the
training needed to prepare them for their roles. In an
environment frequently described as a "sink or swim"
situation, it is not difficult to understand how new
teachers could begin to focus on specific skill areas to
the exclusion of attempting to understand the child and
^^Maurice Gibbins, "Changing Secondary Education
Now," National Association of Secondary School Principals
54 (January 1970): 30-40.
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his environment. Given the perceived alien environment
where the teacher is working to maintain his or her sur-
vival, it is not surprising that the teacher fails to
behave in a humanistic fashion vis a vis pupils.
In an alien environment, teachers extend this im-
personal behavior to pupils, failing to see the pupil as
an individual possessing unlimited potential for human
development. Davenport et al reinforced this statement
but failed to mention the absolute necessity for consumers
to be actively involved in defining all aspects of the
school curriculum and further, to begin to change the
concept of class and place relative to Third World stu-
33dents and their parents. It is apparent to the author
that the roles of parents, pupils and teachers must be
redefined. Also, that our educational system is not pre-
pared to effectively and meaningfully meet the needs of
its consumers at this time.
Baniber in her article, "Great Expectations," des-
cribed the direction parents must take:
Schools cannot continue to hide their own failure in
children who fail. Now there are too many failures.
^^Davenport and Petty, Minorities and Career
Education
,
p. 115.
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As parents we are not satisfied with an explanation
that our child is 'an exception.
' We parents can-
not shake our dream. V7e expect great things of our
schools. Now we know we are the ones who have to
make them happen.
The author believes that "things can be made to happen"
through a parent consumer advocacy vehicle. Such con-
sumer advocacy vehicles are necessary if meaningful/
lasting changes are to happen.
There now exist many such organizations but their
effectiveness is not known. This study will analyze the
effectiveness of a few selective representative/exemplary
consumer advocacy programs and share those successful
exportable characteristics in an exemplary consumer ad-
vocacy model of parent participation.
The study is intended to be of immediate and practi-
cal value for those groups and/or individuals v;anting to
initiate a viable educational consumer advocacy parti-
cipation program or other types of change efforts. This
study will serve as a resource for those studying such
efforts. It will hopefully help them to be mindful of
insights and promising techniques/strategies used by
other successful educational consumer advocacy organiza-
tions. The author believes such information offered by
^^Christie Bambcr, "Great Expectations/' Nationaj^
Committee for Citizens in Education 2 (October 1976) .
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th© study is part of a body usually rocjuisitG for
understanding educational consumer advocacy work
.
Limitations of the Study
1. Eight sites were visited and generalizations
made from the data might not be broadly export-
able to vastly dissimilar organizations and
therefore limited to groups, individuals or
organizations of similar compositions.
2. The generalizations made from the gathered data
were very subjective since all generalizations
made v/ere tlie result of the respondent’s selec-
tive responses and the author’s interpretation
of the data.
3. The validity of the generalizations made from
the data collected was dependent upon the degree
of candidness expressed by the respondents.
4. The on-site interview, though structured, made
allowances for much interview/respondent answer
flexibility. This proved to be a disadvantage
because a paucity of time and financial re-
sources did not allow for on-going interviev/
procedure alterations, or for repeated visita-
tions and an insitus indepth analysis of the
collected data.
5. The case studies were conducted within an
extremely brief period of time. The author,
because of a paucity of time and economic re-
sources, was unable to spend several weeks or
days at each site. Nor was the author able to
make several follow-up visitations.
In brief, the purpose of this dissertation is to
investigate through case studies the parameters of effec-
tive educational advocacy participation as perceived by
the participants. Eight such organizations that perceive
themselves successful will be investigated, four primary
and four secondary. Their common successful techniques
and strategies v/ill be shared in an exemplary educational
consumer advocacy model of parent participation.
CHAPTER II
A REVIEVJ OF THE LITERATURE
The purpose of this study is to analyze the parameters
of effective educational advocacy participation as per-
ceived by the participants. Chapter II presents a review
of the literature that includes: (1) a historical over-
view; some early attempts at educational parental advo-
cacy participation and educational reform; (2) Comir.unity
Control; (3) child advocacy; and (4) educational advocacy
accountability influenced parental advocacy participation
in school governance.
A Historical Overview
And when you say, 'How can lay people choose tea-
chers?' I can only say that we got people who go
to court for their lives to go on trial, and we
pick from the run of the mill to sit on the jury
and make a decent decision, and there ain't but
three people in the courtroom that know law--the
judge and the lawyers. But yet we still put enough
stock in those plain people to come up with a de-
cision by listening, thinking, using plain old
common sense. We can do the same thing to pick
teachers .
^
Spencer, who was the President of the IS 201 Ex-
perimental Complex in Harlem during the 1960's, was
^Miriam Wasserman, "The IS 201 Story," The Urban Re-
view 3 (June 1969): 4.
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talking about real participation. Participation, in this
instance, means making an impact on important educational
issues and being able, as Steinberg put it, "to take part
in activities in order to exercise power or influence
and have impact on decision making."^
Parents have rarely had that kind of input in the
governance of their schools for more than a century.
Foshay, Professor of Education at Teachers College Colum-
bia University in New York City, asserted that the idea
of having the community participate fully in schools is
rare, nev; and has a relatively short history. "The ideal
of community participation was most nearly approached
during the days of small town America, v/here the town
meeting was not only a public decision-making forum but
also a learning society."^
Gezi and Meyers pointed out that during the early
colonial days the religious make up of a settlement in-
fluenced the kind of education a youngster received.
The development of the common school in Now England was
p
Lois Saxelby Steinberg, Social Sciences Theory and
Research on Participation and Voluntary Associations: A
Bibliographic Essa^, (Boston: Institute for Responsive
Education, 1977), p. iii.
^Arthur W. Foshay, "The Problem of Community," The
Education Digest 40 (September 1974) : 51-53.
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aided by the fact that the early settlers belonged to one
church. This religious sameness made it easy for the par-
ticipants to decide the kind of instruction that would be
offered by the school to all children.
The implication is that much of the 16th century
citizen participation was governed, in fact, by the
church. This was not true throughout all of the colo-
nies, especially in the South. A v;ell defined caste
system was developed there which excluded "lower classes--
4tenants, servants, and slaves" from participating. Par-
ticipation was based on one's ability to afford education.
Gezi and Meyers further pointed out that the foundation
for citizen participation in education v;as established
by the early courts: "As early as 1642, the Massachusetts
Bay Colony passed the first compulsory education law,
which required parents to see that their children are
taught to read, learn the major laws, and know catechism."
The law reflected the church's influence and
^Kalil Gezi and James Meyers, Teaching in American
Culture, (New York: Holt, Rinehart and Winston, 1968)
,
p"^ 86
.
Ibid. p . 90
.
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provided for the assessment of fines against those
parents who failed to obey
. Initial citizen participa-
tion was aided by the 1647 "Old Deluder Satan" Act in
Massachusetts. This law required towns to appoint a
teacher when the population reached fifty households
to establish a Latin Grammar School when the popula-
tion reached 100 households.^
A perusal of the federal consti.tution showed no
specific provision for parental participation in the
local control of education. The Tenth Amendment did,
indirectly, reserve such responsibility for the state.
Education is usually considered to be germane to the
general welfare of the United States. Local or lay con-
trol of education might, theoretically, be provided by
local, state and federal legislation, but Wertheim,
Assistant Professor of Education at John Carroll Univer-
sity, Cleveland, Ohio, asserted that local control of
education is a myth and has been nothing more than a
slogan in American education. She further contended
that local citizen participation or control was lost
^Ibid
.
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to the professional educators during the late 1800 's.^
The author concurs with Wertheim that the professional
educators have controlled and are controlling the quan-
tity and quality of citizen participation in education.
It is the professional educators who have allowed par-
ents to participate at, admittedly, a controlled level,
a non-participatory one. Wertheim further asserted that
professionals through their educational journals, took
control of the schools:
Perhaps the question of v;hy control lies mainly
within the professionals in Am.erican education has
been explained somewhat from a historica.l perspec-
tive. The efficient centralizing agencies so
clearly desired in the 19th century grew to provide
the framework which does not allow local control
today. The journals were successful in their pro-
motional efforts to build highly organized uniform
systems, and their strong emphasis on profession-
alism brought control by the professionals.^
Kirst, Boyd, Callahan, and Scribner are among those
who supported Wertheim' s contention. Kirst pointed out
that "influence is usually wielded by persons who are
involved in educational affairs because they hold (now or
in the past) official positions in educational
"^Sally H. Wertheim, "The Myth of Local School Con-
trol," Intellect 102 (October 1973): 55.
®Ibid.
,
pp. 56-59
.
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. . . Qinstitutions or public affairs." Boyd argued that
although the professionals control, it is difficult to
determine which group of professionals is more pov;erful:
Superintendents, Central Headquarters staffs, other pro-
fessionals, or teachers. ^ Callahan believed that pro-
fessional domination of urban education policy could be
traced to the 19th century municipal reform movement's
"Cult of Ef ficiency
.
Steinberg found that prior to the era alluded to by
Callahan, urban school districts were centralized on a
ward basis. Such an organizational arrangement led to
political patronage and corruption. During the late 19th
century it was believed that a centralized administrative
structure would increase efficiency, and promotion based
on merit would upgrade professional standards. It may be
readily ascertained that this reform movement has fallen
short of its intended effects. That is, instead of
politics being eliminated, the status quo has survived
^Michael V7. Kirst, The PoJitics of Education at the
Local, State, and Federal Levels , (Berkeley: McCutchan
P^’bTTiTiing Corp., 1970), p. 5.
^^William L. Boyd, "The Public, The Professionals
and Educational Policy Making: V\^ho Governs?" Teachers
College Record , May 1976.
^^Raymond E. Callahan, "The American Board of Educa-
tion 1789-1960," in Understanding School Boards , ed. Peter
J. Cistone (Lexington: D.C. Heath, 1975).
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with a new cast of characters
. Sotting of higher
educational-professional standards did not weed out in-
competent teachers, nor did the reforms lead to greater
efficiency
.
Lyke wrote that the advantages of the professional
reforms went, disproportionately, to middle-class Ameri-
cans, generally Protestants, at a time when public ser-
vices in most large cities were coming under the power
of working class political machines.
The control of the schools by professional educators
exists today according to Scribner. Co-author of Making
Your School Work
,
he recently made this point lucid to
a group of educators, friends, and parents at Fairchild,
Maine. He told his audience: "Schools have tradition-
ally depended on professionals. Now schools are dominated
by them." He went on to state:
The school professionals are indeed the ruling class
in the schools and their dominance has a good deal
to do with the resistance of schools to proposals
for reform. The schools are working to their in-
terests, and the professional class intends to keep
^^Ibid.
,
p. 31.
^^Robert F. Lyke, "Political Issues in School Dis-
trict Decentralization," in Politics of Education , ed.
Michael W. First (Berkeley: McCutchan Publishing
Corporation, 1970), p. 115.
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the balance of power titled.
Seldon helped to bring in focus the question of
who governs the schools: "At first glance American ed-
ucation seems rooted, historically and structurally, in
community control." Local control of education was
once the only kind of control there was because of the
way public schools were and are supported, by the local
taxes. Seldon 's article was of particular interest be-
cause he amplified several observations made by Stein-
berg, Gittell, and others. Seldon 's observations in-
cluded: (1) school boards were usually middle-class
and controlled all funds, state as well as federal, that
came into the locale, (2) school boards also set the
recommended property taxes. Participation in school
board elections was tax-linked, and one had to ov;n pro-
perty or have children in school to be eligible to vote.
16
These qualifications were the same in most states.
The implication is that there was an absence of real
conmmnity participation and that those belonging to low
^^Harvey B. Scribner, "Don't Leave Schools to Pro-
fessionals, Parents Told," Maine Morning Sentinel 3 June
1977 .
^^David Seldon, "Teachers and Community: Partners or
Enemies, An Essay," Journal of Education (1976).
16
Ibid.
,
pp. 34-35
.
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socio-economic groups were frequently disenfranchised.
A Time Magazine article pointed out that "profession-
als have nosed parents out of the school system but be-
lieve parents should help set educational policy." The
article quoted Koerner, author of The Mis-education of
American Teachers : "A school-board member too is very
often bamboozled by alleged expertise of those who run
17
the schools." Such a condition leaves the professional
in control. Hamer in, an address .to the 20th Annual
Spring Conference, of the Pennsylvania Association of
School Administrators, summed up the history of citizen
participation in education:
The Scenario goes something like this: first, there
was lay control of education delegated to local
communities by state legislatures. Secondly, local
communities employed professional staff to assist
the communities in filling its educational respon-
sibility. Thirdly, the employed professional staff,
as recently as the early 1960 's organized themselves
to protect their self interest.
Hamer argued that organized labor, in the form of
the professionals, were the late comers to the arena of
^’^"High Schools Under Fire," Time Magazine , Novem-
ber 14, 1977, p. 75.
^^Irving Hamer, Jr., Putting the Public Back into
Public Education , (Boston: Institute for Responsive
Education j ^lay 1977), pp. 7-8.
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educational control. Teacher union organizations have
assisted professionals in their efforts to control by
the accumulation of substantial political and economic
influence
.
Hoover in his inaugural address of March 4, 1929,
informed the Nation that education was the responsibility
of the States and local communities. He believed that
. . 19this was as it ought to be. This apparent mandate for
local control was, as the literature suggests, never
realized. Instead, professional educators control our
educational system. The professionals have determined
who will participate and who will not. In brief, they
have controlled both the quantity and quality of parent
and citizen participation.
The control of the school system by the professionals
has probably been the single most important obstacle to
educational reform. This group, as the review of the
literciture suggests, has controlled the important aspects
of educational governance. These groups have also de-
termined the level of parental participation. The author
^^Inaugural Address of the Presidents of the United
States from George Washington, 1789 to Richard Milhous
Nixon, 197 3, (Washington, D.C.:“ U.S. Government Printing
Office
,
1974), p. 229.
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believes that this dominance has led to virtually no
educational reform. Scribner, Katz, Stevens, Wolforth,
Fantini, Gittell, Davies, and Silberman, to name a few,
concur with this contention. Most educators were en-
thusiastic about reform in the 50 's and 60 's as Silber-
man noted, but expressed doubt at the ability of the
schools to be transformed. "If the schools are to be
transformed in the 1970 's, we need to understand why they
20
were so immune to change in the 1950 's and 1960 ’s."
Scribner and Stevens reminded parents that the schools
belong to them and they must be involved in any lasting
U 21changes
.
Katz supported these contentions by putting forth
the thesis that those educational attitudes of the 19th
century persist today as they did then, nothing has
changed. Katz further asserted that by 1880, American
education had acquired its fundamental structural char-
acteristics and they have not fundamentally changed
since then. He explained, "Certain characteristics of
^^Charles E. Silberman, Crisis in the Classroom ,
(New York: Random House, 1971), pp. 159-60.
^^}larvey B. Scribner and Leonard B. Stevens, Make
Your School V'Jork, (New York: Simon and Schuster, 1975),
17 ^
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instruction in AitiGriccin education today were also
characteristic nearly a century ago; it is and was uni-
versal, tax supported, free, compulsory, bureaucratic,
racist, and class biased." Atkin asserted that reform
is a tough word because it implies or suggestes that the
"existing effort is unconscionably mismanaged, or obtuse,
or unresponsive, or all these things and more."^^ Those
supporters of educational reform are saying that and more.
The final report of the 1974 Community National Field Task
Force on the Improvement and Reform of American Education,
sponsored by the Office of Education, noted that
(1) there has been no change in the governance of schools
to include members of "ethnic and racial minorities,"
(2) there has been no change in the character and quality
of educational goals and objectives to make them explicit,
(3) there have been no changes in the methods of teaching
techniques to include the contributions of all people,
non-credentialled as well as credentialled
,
organized into
units, and (4) there has been no change in the mechanisms
^^Michael B. Katz, "The Present Moment in Educational
Reform," Harvard Education Review 41 (1971): 342-59.
^^Myron J. Atkin, "Colleges of Education and the
Organized Teacliing Profession: A Troubled Relationship,
Education Quarto riy 4 (SuiTimer 1974): 9 .
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and procedures to provide access to information about
schools, federal programs and school systems to the
community. The exceptions are those forced by the
4-
24
courts.
Bowles and Gintis asserted that the educational
system serves as a mere tool for reinforcing the status
quo, an authoritarian system, rather than reforming it:
. . .the educational system mirrors the growing contra-
dictions of the larger society, most dramatically in the
25disappointing results of reform efforts." The hope
for educational reform without a corresponding change
in our capitalistic system to better allocate individuals
to economic positions is improbable.
Repression, individual powerlessness, inequality of
incomes, and inequality of opportunity did not ori-
ginate historically in the educational system, nor
do they derive from unequal and repressive schools
today. The roots of repression and inequality lie
in the structure and functioning of the capitalist
economy
.
Real Alternative: The Final Report and Recom-
mendations of the Community National Field Task Force on
the Improvement and Reform of Anierican Education, (Wash-
ington, D.C.: Office of Education, May 1974), pp. 4-5.
^^Samuel Bowles and Herbert Gintis, Schooling in Cap-
italists America, Educational Reform and the Contradic-
tions of Economic Life, (New York: Basic Books, 1976),
p^ 5^
26 Ibid
. ,
p . 49
.
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Our educational system perpetuates this condition.
Industry then, plays a major role in determining which
vocations will be available and who is to fill them, with
the active assistance of the school system. The author
also believes that industry determines what the schools
must include in their curricula. This suggests that in-
dustry must, out of necessity, be a partner along v;ith
the schools and parents in formulating lasting educational
changes
.
The varied attempts at educational reform v;ere not
lasting and/or successful because the beneficiaries of
such change were not a part of their formulation or im-
plementation. The literature provides convincing argu-
ments for citizen participation in educational change
movements and school governance. Katz among others
agreed that those who benefit most from educational re-
form must have input. He stated that reform will not be
lasting if parents, students and professionals fail to
act as partners in such a venture. Koerner believed
that reform and change in the educational establishment
could come about as a result of nation v;ido assessment
programs, interstates policy committees and a better
informed, more active citizenry. Koerner further argued
^"^Michacl B. Katz, Class Bureaucracy and Schools ,
(New York: Praeger, 1971) , p. 46.
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for the return of educational decision making to the
public and questioned the authority and validity of the
2 8professional powers in education.
West suggested that attention should be given to
envision more and greater varieties of ways in which the
29home may be actively involved with the school. He pro-
posed that there be a reversal of past behavior with
respect to the involvement of parents in the governance
of their schools. Marburger believed that responsible
change can take place if there is a harmonious balance
struck between the interests of the professional and
those of the people. Marburger described the lack of
citizen participation, racism, and the failure to involve
learners as among the five most critical issues in
30
education today.
After World War II, Conant suggested that the voice
of concerned citizens be heard more directly and more
James D. Koerner, Who Controls American Education ,
(Boston: Beacon Press, 1968)
.
West, "Home-School Relationships," Journal o f
Negro Education 36 (1967): 349-52.
^^Carl L. Marburger, "The Role of the Citizen in Ed-
ucation or a Buyers Guide to Assorted Affiliations,"
Journal of Teacher Education 26 (Spring 1975): 24.
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powerfully in the councils of education. Wohlforth in
answering the question: Why is citizen/parcnt partici-
pation in the schools so important?, stated that
First is the widely held belief that people affected
by decisions of institutions and government agencies
should have a voice in making those decisions.
Lasting and constructive change and improvement are
most likely if those affected are involved in the
planning
.
Goldharnmer argued that increased citizen partici-
pation is needed to countervail the decrease in citizen
participation brought on by the ever expanding profes-
sionalism of the educational system. Warner wrote
that
public education's greatest need today is to get
parents back to being involved in their children's
schooling. It is the people, parents and non-
parents alike, who pay the bill; v/ho choose to tax
themselves through their local boards of education.
Therefore, it's the responsibility of those who
provide the schools--the people— to make the basic
decisons on what the schools should do.34
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John Cass, "Who Speaks for Education?", Saturday
Review/World 47 (September 1974); 47.
^^Robert Wohlforth, "VJanted: A Consumer-Oriented
Superintendent," Citizen Action in Education 4 (1977): 1.
^^Keith Goldharnmer, "Citizen Participation and Cri-
ticism of Education," American School Bo^ird Journa l 132
(1956): 27-28.
^^U.S. News and World Report, September 12, 1977.
Warner suggested that the paying of taxes is not enough,
but rather the active involvement of parents is a neces-
sity for school governance. Howe agreed that money v/as
enough for educational improvement, citizen partici-
pation is worthwhile, even though controversial.^^
The literature reviewed suggests that parents must
be involved in the governance of their schools. Firstly,
there has been virtually no reform of our urban educa-
tional system; secondly, those attempts at educational
reform have usually taken place with the exclusion of
parents; and finally, lasting changes can be had if those
who are to benefit from them are involved \;ith their
composition and implementation.
Community Control
For more than a decade, there has been a growing
lack of public confidence in the public school system.
This lack of confidence has been felt particularly by
minority and poor parents, but not exclusively by them.
Middle-class parents as well as the business community
have been disenchanted. Haskins and Cheng documented
^^Harold Howe II, "Community Interest: Participa-
tion and Partnership," Vital Speeches 35 (1969): 178-
80 .
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the fact that minority parents became fed up with schools
that failed to teach their children basic skills.
"Public education.
. .came under severe attack because
it represented an institution where abject failure was
. . 37
readily visible." A number of prominent white social
science researchers documented the failure of the schools,
the Coleman Report being the most notable. Writers and
former teachers like Herndon, Kohl, Kozol, Holt, and
Wilcox (sometimes referred to as "the father of the late
Community Control Movement") wrote vividly about the
general authoritarian, oppressive conditions and racist
nature of urban public schools.
This crisis of legitimacy became more pronounced
as more attention was given to the failure of non-
white children in four areas: reading achievement,
the rate of progress K-12, the incidence of academic
versus vocational diplomas among high school gra-
duates, and the rate of college entrance.
Davies believed that another reason for parental
disenchantment was that schools, because of their bureau-
cracy, were not able to adjust to the needs, aspirations.
Kenneth Haskins and Charles Cheng, "Community
Participation and Teacher Bargaining," Journal of
Education (1^76).
^^Ibid.
,
p. ^1.
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Ibid.
, pp.
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and concerns of a changing clientele. Such strong
feelings held by parents concerning the lack of effective-
ness of their schools, and the lack of their inclusion in
the governance of the schools, led to the most militant
and vigorous thrust of educational reform and parental
participation in the 1960 's. This thrust for parent/
citizen participation was called comm.unity control.
The literature abounds with debate about the causes
of the 1960's Community Control Movement. The Civil Rights
Movement of the 1960 's which demanded equality of oppor-
tunity for Blacks and school desegregation, the recogni-
tion of low achievement levels, and an increase over the
years of the concentration in minority populations in
urban centers, are all probable causes according to Boyd
40
and O'Shea. They further stated that the 1960 's Com-
munity Control Movement v;as supported by leaders of either
white conservative or liberal groups. This lent to the
survival of such movements and to what effectiveness they
enjoyed
.
^^Don Davies and Mario Fantini, eds., "Introduction,"
Journal of Education (1976).
^^William L. Boyd and David O'Shea, "Theoretical Per-
spectives on School District Decentrali zation, Education
and Urban Society (August 19 75): 370.
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Ravitch pointed out that the responsibility for
education during the late 1800's went from the clergy to
the hands of educators, to administrators to, ultimately,
the lay community. Centralization became the major issue
in New York's school war of the 1890's, as reformers
tried to replace lay school boards with a strong centra-
lized bureaucracy. The intent of this reform was to take
the politicians out of education and replace them with
professional educators. Each major reorganization Vv'as the
result of intense political struggle coinciding with an
enormous wave of new immigration. Ravitch believed that
the immigration of Southern Blacks and Puerto Ricans into
New York City, in the decades following the Second VJorld
War, brought the integration movement and then a militant
crusade for community control by this new immigrant pop-
ulation. Ravitch further hypothesized that change in the
schools came from political struggle between new and
native groups, and that the great school war of the 1960 's
ended with the passage of the 1969 New York City Decen-
tralization Law.
^^Diane Ravitch, The Great School Wars , (New York:
Basic Books, 1974), p. 449.
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Wood noted that in the early 1900 's (from 1900 to
1906) the Pittsburgh, Pennsylvania School System was de-
centralized. Control was centralized and professionalized
in response to the upper middle-class progressive refor-
mer's charges that local control meant patronage . ^ ^ The
decentralization movement v;as in part short-lived because
it did not enjoy the support of the' middle-class
,
who
usually paid the majority of the school taxes.
Fantini spoke to the various forms of community par-
. . . 43ticipation. In recent history, one trend which fostered
increased community participation in education was the
growing lack of public confidence in various institutions
and legislative and judicial actions.
The causes of the 19 60 Community Control r-Iovement,
while important, are not as important as the follov;ing
questions: (1) Did the movement create a means for greater
parental and citizen participation? (2) What are the re-
sidual effects of the movement today, as they relate to
citizen participation? and, (3) Is community participation,
^^Diane Wood, "A Case Study in Local Control of
Schools: Pittsburgh, 1900-1906," Urban Education 10
(April 1975): 7-26.
^^Mario Fantini, "Community Participation: Present
and Future Patterns," Journal of Ed ucation (1976): 17.
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as Robert Lyke put it, "sufficiently diverse" to both
support and challenge the power of the professionals and
school board members. Lyke cautioned that increased
community participation may be a subtle v;ay of forming a
new establishment group, "one that appears legitimate be-
cause the active people in the community support it."^^
The real test to improved participation is if such involve-
ment leads to participatory democracy.
It is important to define community control and de-
centralization, two terms often confused. According to
Wilcox decentralization simply transferred non-essential
powers to a local community school board/district, but
real decision making power v/as retained by the Central
Board. Power over budget and personnel are not trans-
ferred in a decentralized school district, nor are there
provisions for meaningful participation in the collective
bargaining process, and the local boards' pov;er can be
usurped by the chief administrator of the Central Board
when deemed necessary. A redistribution of power, stated
Wilcox, with a set of exclusive powers being assigned to
^^Robert F. Lyke, "Representation and Urban School
Boards," in Community Control of Schools , ed. Henry M.
Levine (Washington, D.C. : Brookings Institute, 1969).
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the local board occurs in community control.
Cheng stated that community control was character-
ized by two features that aroused the concern of unions;
(1) demands about the setting of local school policies,
including the hiring and firing and discharging of tea-
chers and (2) demands that all personnel be held account-
able for student performance.^^ Haskins offered this de-
finition of community control: "Coniraunity control means
only one thing; the public institutions that serve a par-
ticular community should be controlled by it. In educa-
tion this movement has grov;n out of the failure of exist-
ing institutions to meet the needs of the Black commun-
47ity." Haskins, a strong advocate for coiTimunity control
and a former principal in a community controlled school,
made clear that conmiunity control attacks the institution
and the reason for its existance. Further, community
control means a change in the power relationship. The
community must control if necessary changes are going to
A r
Preston Wilcox, "Decentralization: A Listing of
Some Ideas and Issues," October 5, 1968. (Mimeographed.)
^
^Charles W. Cheng, Altering Collective Bargaining
Citizen Participation in Educational Decision Making ,
(New York: Praeger, 1976), p. 40.
Kenneth W. Haskins, "The Case for Local Control,"
Saturday Review , January 11, 1969.
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be made to meet the needs of that community.
Very few urban communities enjoyed the kind of power
inherent in community control as defined by V7ilcox, Cheng,
and Haskins. It can be generally agreed that the rationale
underlying community control, decentralization, and com-
munity action programs includes the following: redistri-
bute power and influence in the decision making process;
improve the quantity and quality of servides provided to
the poor, and to lead to greater citizen satisfaction
with governmental institutions, and thereby reduce ten-
sions and alienation. Steinberg held that school decen-
tralization advocates believed it would provide the com-
munity with an increased role of school governance; make
school professionals more accountable to the community;
promote those innovations more relevant to the needs of
minority students and upgrade pupil achievement thereby
leading to greater trust and satisfaction in the school
4-
^8
system.
48 .Lois S. Steinberg, Social Science Theory and
Research on Part j cipation and Voluntary Associations: A
PTbliographic Essay Prepared as Part of Cit izen Organiza-
tions; A Study of Citizen Participation in Educational
Decision Making. (Boston : Institute of Responsive Educa-
tion
,
1YT7Y~, IT 5.
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In investigating New York City's three deiTiOnstration
districts I.S. 201, Ocean-Hill Brovmsville and Tv/in/Two
Bridges—during the early 1960 's to 1970's, Gittell found
that there was a greater effort to meet the needs and
aspirations of the students. She found that those dis-
tricts tried more new program's than had existed in the
ghetto school areas prior to the creation of those dis-
tricts. The local school board's hiring practices
changed, and more community oriented teachers and princi-
pals were hired. This situation led to heightened feel-
ings of efficacy on the part of students. Over three
quarters of the children felt that they could do some-
49thing about "what is going to happen tomorrow." The
demonstration districts showed notable improvement in
reading achievement. "Their test scores were less than
the general decline throughout Nev; York City as reflected
50in 1970 test scores."
Verba and Nie found that there was increased
^^Marilyn Gittell, et al.. Local Control in Sduca-
tion, (New York: Praeger, 1972), p. 120.
50 Ibid
.
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citizen participation in school governance. Where there
were objective opportunities for participation, low income
persons participated in coiranunity school governance at a
level equal to or greater than suburban middle class per-
sons: 86 percent had reported visiting the school in their
districts; 30 percent belonged to some other local com-
9^oup; 13 percent had talked v/ith a school board
member, and 10 percent had personally talked v:ith the unit
adm.inistrator
. These figures, according to Verga and
Nie, compared favorably with national averages in the
rates of participation and membership.^''
There are today residual effects of parent partici-
pation from the modern Comrr.unity Control Movement. Such
involvement has led to greater political av.-areness and
self confide 2ice . The Comir.unity Control Movement gave rise
to the 1969 Nev; York City Decentralization Law as well as
other decentralized movements across the country. La Noue
and Smith pointed out that strong moves for decentraliza-
tion occurred in large urban centers like St. Louis,
3 3
Washington, D.C., Detroit, Los Angeles and New York City.
51
Ibid.
^^Sidney Verba and Norman M. Nie, Participation in
America
,
(New York: Harper and Row, 1972) , p. A2,
^^George La Noue and Bruce L. Smith, The Politics
of School Decentralization, (Lexington: D.C. Heath and Co.,
1973)
,
p. 225.
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The effectiveness of decentralization depended on
three factors according to Lyke : the extent of the local
boards inxluence on budget, personnel and curriculum
policy
,
the extent of coiurriunity heterogeneity of nev/ dis-
and the clarity or ambiguity of administrative
direction or control. * Lyke also hyoothesized
tha c decentralization by itself V7ould not necessarily lead
to increased citizen participation. Gittell provided some
support for Lyke's belief. She noted that the decentraliza-
tion law passed by the New York State Legislature did not
permit a true test of political decentralization. The
essentials advanced by Lyke, vjere lacking. The decentra-
lization law did not provide for local decentralized con-
trol over key administrative, budget and personnel areas.
The New York City Central Board of Education retained that
control. The lav; did provide for thirty-tv;o (originally
thirty-one) community school districts. The district's
local residents were able to elect their own school board
members and select and appoint their ov.-n superintendent.
The boards' power was exercised within the legal para-
meters established by the Central Board and State Educa-
tion Law. It should be noted that the selection of
^^Lyke, "Representation and Urban School Boards,
pp. 164-165.
II
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principals was not made possible by the Decentralization
Law, but rather through a court decision, the Mansfield
.
. 55decision. Another important limiting factor that had
immense impact on the effectiveness of the decentralized
boards were the professional unions— the United Federa-
tion of Teachers (UFT) in particular and the Council of
Supervisors and Administrators (CSA) in New York City.
Gittell concluded that no major changes had taken place
in the distribution of pov/er in school decision making.
Educational policy in New York still depended on school
professionals in their unions and associations under
central contracts and agreements
.
The author believes that the decentralized movement,
a direct outgrowth of the 1960 's Community Control Movement,
has provided potential vehicles for increased effective
citizen participation. The decentralized movement v/as
widespread, especially in large urban areas, as demonstra-
ted by La Noue and Smith. The overall effect of this
^^Marilyn Gittell, School Boards and Sc hool Policy,
(New York: Praeger, 1973), p. 157.
56Ibid
.
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current decentralization movement is still to be measured.
In each of the cities where strong movements for decentra-
lization were made, increased citizen participation did
not necessarily occur, due to several variables. One
.such variable, felt to be requisite for successful partici-
pation, was the non-acceptance by educational authorities
and power groups. Additional variables included: non-
support by the city and state legislatures, a diversity of
political actors involved, and a diversity or heterogeneity
of local groups involved with no sustained coalition be-
tween them and others. In Chicago, for example, Cibulka
identified the strength of the political machines as one
of the major reasons for community control movements not
reaching "high salien-„e" in that city. Foley noted
that decentralization failed in Philadelphia because it
lacked sufficient power to overcome the opposition of
local groups who depended upon the centralized and pro-
5 8fessionally dominated system. He also found that there
57 ...James A. Cibulka, "School Decentralization in
Chicago," Education and Urban Society , August 1975.
^^Fred J. Foley, "The Failure of Reforms: Community
Control and The Philadelphia Public Schools," Urban Educa-
tion
,
January 1976, pp. 117-118.
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was no tie-in between community groups; community groups--
Black and white—were divided and Black groups v;ere split,
for and against decentralization.^^
Other authors like Peterson, Jenkins, Boyd and
Seldin ^ provided a myriad of information concerning the
success and now decline of interest in decentralization.
However, Gittell among other authors focused on the success
of such movements Citizen participation in school affairs
increased, attendance at school board meetings improved,
and parent interest heightened. Seldon supported these
findings and pointed out that spin-offs such as adminis-
trative decentralization, advisory councils, an increase
of educational options, and school-site budgeting, in
Florida, were the result of the community control/decen-
tralization movements.
^^Paul E. Peterson, "Forms of Representation: Par-
ticipation of the Poor in the Community Action Program,"
American Political Science Review , June 1970, p. 226;
Jeanne K. Jenkins, "Responses of Public School Principals
to School Community Advisory Councils," paper presented nt
the annual meeting of the American Educational Research
Association, Chicago, 1974; and, William Boyd and Florence
Seldin, "The Politics of School Reform in Rochester, New
York," Education and Urban Society , August 1975, pp. 458-61.
^^Gittell, Local Control in Education , pp. 118-22.
^^David Seldon, "Teachers and Community: Partners or
Enemies, An Essay, Journal of Education (1976): 41-44.
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Another important vehicle which made a major impact
on the improvement of parent participation was the fed-
erally funded (titled) program. Seldon in writing for the
National Institute of Education noted that private industry
and government recognized that centralized school bureau-
cracies in large urban centers particularly were wasteful
in many respects. Industry and government found that
schools were slow to change to meet nev; demands; "they re-
quired an excess of red tape," and they set teachers and
administrative personnel to spending an inordinate amount
of time performing tasks of dubious relevance to the needs
6 3
and aspirations of society or individual children.
The author contends that industry and government
gave tacit approval to the initial community control
movements. The federal government was anxious to provide
an outlet for potentially explosive community situations
brought on by the lack of meaningful participation in the
then community control and decentralization movements.
These outlets, provided by the federal government, V7ere
the well known Title I and other federally funded pro-
grams. As with the appointment of supervisors, the
^^Steinberg, Social Science Theory, p. iv
.
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participation of parents in state and federally funded
came as a result of litigation. These prograriAs
certainly opened new avenues for citizen participation in
education. According to Steinberg, state governments gave
new legitimacy to public movement in schools through
legislation, regulations, and administrative practices.
Federal legislation such as Title I, mandated local parent
advisory panels: Parent Advisory Councils. States like
California and Florida have mandated through their legis-
latures, school advisory councils. The 1973 Omnibus
Educational Lav; of Florida provided for school advisory
65
councils at each school site. The thrust of this leg-
islation was to improve parent participation and the
public's image of the schools in Florida.
Private industry, initially, gave substantial legi-
timacy to another instrument for increased parent partici-
pation. This instrument was the many local parent advocacy
groups spawned across the country by the Community Control
Movement. For example, a Rockefeller Foundation Grant
^^Patrick II. Pallet, "Florida Schools Look to
People Power," Citizen Action in Education 3 Fall 1975): 3.
65Ibid
.
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provided the initial training for Miami, Florida's Dade
County's school advisory committee members. Ford
Foundation's planning grant to New York City's demonstra-
tion districts lent support and legitimacy asserted
67Fantini
,
Gittell, and Magat. The Carnegie Foundation's
seed money helped to sustain the Task Force on Children
Out of School in 1968 in Boston. This Boston group was
one of the local advocacy organizations produced by the
Community Control Movement of the 1960 's. The 1968 Task
Force on Children Out of School gave rise to the Boston
Mass Advocacy Program.
Similarly, AFRAM, a well known citizen advocacy
vehicle located in East Harlem had its roots in the Com-
munity Control Movement of the late 1960 's. Haskins and
Wilcox were its principal founders. The goal of the or-
ganization was to transform the power structure of educa-
tion toward more power in the hands of parents and students.
Ibid.
Mario Fantini, Marilyn Gittell, and Richard
Magat, Community Control and the Urban School , (New York:
Praeger, 1971), pp. 142-47.
^^The Way We Go to School: The Exclusion of Children
in BostorT^ (Boston : i^acon Press, 1971) , p. iii.
63
The United Bronx Parents, founded by Evelyn Antonetty,
was also a product of the mid 1960 's. Antonetty's concern
was for the lack of quality education the New York City
system was providing. The Rural Educational Program of
Portland, Oregon, was initiated during the mid 1960 's too.
There was a perceived need to involve citizens of the Port-
land rural area with local school administrators, teachers,
and students in educational decision making, planning and
improvement. Another important thrust of the organization
was to assist such communities to address future educationa]
needs. The groups primary purpose v/as to improve the
. , 70education in rural communities.
Many other examples abound of educational/parent
advocacy groups which were spin-offs of the comraunity con-
trol and community school decentralization movements.
These organizations, initially using the strategies of
agitation, and more recently, litigation, will be import-
ant forces for parent participation for the foreseeable
future. The increase in parental involvement gave rise to
two other important educational issues: student rights
^^Donald Moore, "Assistance Strategies of Six Groups
that Facilitate Educational Change at the School/Conmiunity
Level," NIE Project No. 4-0768, (Chicago: Center for New
Schools, 1977)
,
p. 275.
70Ibid
. ,
p . 466.
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and professional/school accountability.
Student Advocacy
One of the most recent and effective tools used by
parent advocacy groups has been litigation. Litigation
was used as one of the last resorts to right the many
wrongs against students. Students have, historically, had
very little say so in school governance, nor have they had
any meaningful input into curricula formulation. Dress
as well as behavior codes were established for students.
Arbitrary rules and procedures v;ere often set, with sus-
pension being the punishment for those \vho went against
convention. These wrongs, coupled with the already dis-
cussed loss of parental and community confidence in the
schools and the lack of parental involvement in the school
system, resulted in strong movements to safeguard and re-
turn basic rights to the students. Organizations such as
the Children's Defense Fund of the Washington Research Pro-
ject, according to Edelman its Director, has added student
71
advocacy to its agenda of action for social change. The
"^^Marion W. Edelman, "An Interview with Marion Wright.
Edelman," Harvard Education Review 44 (February 1974): 53.
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P^^pos© of th© organization v/as to create a long range
vehicle to bring about reforms for children. Other or-
ganizations like the Harlem Parents Union of New York City,
Queens Lay Advocacy, AFRAM, the Chicano Education Project
of Denver, and the Boston Mass Advocacy have undertaken
the fight for student rights. They have also involved the
parents in their efforts.
Edelman, one of the primary architects of the 1971
comprehensive Child Development Bill, made clear that
parents must be involved in the schooling of their child-
72
ren. She pointed out that it is unwise for professionals
to assume major or exclusive responsibility for "rearing"
a student. She suggested that the profesfiional ' s role
should be tempered v;ith parental involvement in programs.
Such involvement would allow parents a major say in what
kind of care they need in their community and who should
provide such care.
Dalmat described six federally funded pilot projects
in child advocacy and pointed out that among the objectives
73
of these programs was increased community involvement.
72 Ibid
.
Dalmat, "Pioneering in Child Advocacy," Journal
of Clinical Child Psychology 3 (Winter-Spring 1974): 10-12.
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Community residents trained as paraprofessional advocates
acted as monitors of the advocacy programs. Reynolds con-
argued that citizen involvement has been crucial
to the success and continued existence of child advocacy
74 .programs. Neighborhood residents not only served as
paraprofessional advocates and members of the advocacy
boards/councils
,
but have organized into interest groups,
constituency organizations, like the "Coalition of Child-
ren" in Pittsburgh, for federal and state child advocacy
programs.
Thomas, Director of the Center for the Study of Stu-
dent Citizenship, Rights, and Responsibilities in Dayton,
Ohio, purported that one of the most effective and necG'-s-
sary v/ays of beginning to organize community control of
schools, as v;ell as to achieve humane and effective educa-
tion for Black children, was to develop legal channels to
protect student rights. These rights ranged from school
rules and regulations to court cases around tracking and
Reynolds, "Various Developments in Child Advo-
cacy as Currently Practiced Througliout the United States,"
Journal of Clinical Child Psychology 3 (Winter-Spring 1974)
13 - 15 .
"^^Arthur E. Thomas, "Conuiiunity Power and Student
Rights," Harvard Education Review 42 (1972) : 173-216.
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expulsion. The use of litigation provided students and
parents with a psychological liberating aspect by giving
a new sense of control over their lives. Polier, who was
a judge on New York's Family Court for many years, sup-
ported the idea that community groups have been respon-
sible for restoring basic rights to children. She
pointed out that local citizen groups v;ere examining
the juvenile courts and demanding reforms like an end to
the persistant use of jails and prison-like institutions
as depositions for children and youth.
Mercer, in a study of a large urban center, demon-
strated that a disproportionate number of Black and Chicane
youngsters were labeled mentally retarded on the basis of
77
a standardized intelligence test. Mercer argued that
such classification procedures violated the rights of
children to be evaluated within a culturally appropriate
normative framework, "their right to be assessed as multi-
dimensional beings, their right to be free of stigmatizing
labels and their right to cultural identity and respect."
"^^Justine Wise Polier, "Myths and Realities in the
Search for Juvenile Justice; A Statement by the Honorable
Justine Wise Polier," Harvard Education Review 44 (February
1974) : 113.
"^"^Jane R. Mercer, "A Policy Statement on Assessment
Procedures and the Rights of Children," Harvard Education
Review 44 (February 1974): 125-128.
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Litigation was the vehicle used to ameliorate this wrong.
Larry P. vs. Wilson Riles ; Diana vs. State Board of Educa-
tion, resulted in rulings which stated that such assessment
procedures violated the rights of minority children.^®
Advocacy groups and parents have made other gains for stu-
dent rights through the courts. Some of the more import-
ant actions taken by the courts are:
1. The Gault decision, In re: Gault, 387 U.S. 1, 61
(1967) . This decision is usually exalted as one
that assures due process for children. A closer
look at Gault shov;s that it suggests due process
safe guards for youngsters but does not define
those safe guards. The decision was limited to
a hearing on the issue of the delinquency of a
79
child who was in danger of losing his freedom.
2. Hobson vs. Hanson , 269F, Supp. 401, 513 (D.D.C.
1967) abolished tracking in the District of
Columbia. The District of Columbia's tracking
system was declared illegal because it was
"^^Larry P. vs. Riles 343 F. Supp. 1306 (N.D.Cal. 1972)
Diana vs. State Board of Education, Civ. No. C-70-37-RFR
(N.D. Cal. June 18, 1973) (Stipulated Settlement).
*^^Polier, "Myths and Realities in the Search for
Juvenile Justice," p. 117.
i
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tantamount to a dual school system that excluded
one group. The poor and especially the Blacks
were disproportionately placed in the slowest
programs. This decision was and is important be-
cause it laid the legal framework for other
courts to effectively address the constitutional
propriety of school classification practices.
It also protects students from exclusion from
school because they are pregnant, ineducable, or
have an alien status. See E. 9.
,
Ordv/ay vs.
Hargraves
,
323 F. Supp. 115 (D. Mass. 1971)
,
E.G.
Mills vs. Board of Education, 348 F. Supp. 866
(D.D.C. 1972), Hosier vs. Evans
,
314 F. Supp.
316 (D.V.T. 1970), respectively.^^
3. The Supreme Court has held in Goss vs. Lopez,
419 U.S. 565 (1975) that all that is required by
the Constitution is that the student be given oral
or written notice of the charges against him,
and, should the student deny them, an explanation
on ....
David L. Kirp, "Student Classification, Public Pol-
icy, and the Courts," Harvard Education Review 44 (February
1974) : 12-15.
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of the evidence the school authorities have and
an opportunity to present his version. The
Fourteenth T^endment according to the courts
guarantees due process for everyone, children
inclusive
.
4. In Wood vs. Strickland
,
420 U.S. 308 (1975), the
Supreme Court ruled that school board members and
school administrations may, under certain cir-
cumstances, be sued for money damages for viola-
8 2
ting a student's constitutional rights.
5. The Fourth Amendment of the U.S. Constitution
protects students against unreasonable searches
and seizures, is applicable to school officials,
8 3
who are acting as agents of the state.
6. The Buckley Amendment, legally known as the Fed-
eral Family Educational Rights and Privacy Act
(11/20/74) , minimally, according to the Queens
Lay Advocates news booklet, "The Advocate,"
guarantees parents and students over eighteen
accessibility to all student files, and confi-
dentiality of records.
®^Ibid., p. 17. ®^Ibid., p. 12. ®^Ibid., p. 18.
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7. The famous Brown et ^ vs. Board of Education of
Topeka, Kansas, 1954 Supreme Court decision, 347
U.S. 483 (1954) has caused courts to scrutinize
decisions once made solely by school administra-
tors and Boards of Education. Most prominently,
racial policies and practices of school districts
and states, and methods of allocating financial
resources among school districts have been sub-
jected to extensive legal analysis and challenge.
Such challenges have according to Kirp addressed
school policy on a rather grand scale. These
challenges focus on the state, the metropolitan
area, or the school district as the entity whose
conduct is to be reviewed. That approach argued
Kirp implies a model of educational reform which
presumes, first, that racial and fiscal inequities
ought to be undone and second, that the most
effective means of undoing them is to focus on
the largest governmental unit that can be hauled
84[sic] into court.
84 Ibid
. ,
p . 21
.
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8. The civil rights of children independent of the
rights of their parents were reaffirmed in
Tinker vs. Des Moines Independent Community School
District, 393 U.S. 503 (1969) and Weber vs. Aetna
Casualty and Surety Co., 406 U.S. 164 (1972).
These decisions have indicated the court's will-
ingness to recognize the personal rights of
children
.
9. In Chandler vs. South Bend Community School Corp.
,
civil no. 71-5-51 (N.D. Ind., October 22, 1971),
a Federal Court supported the independent in-
terests of children in education. The Federal
District Court determined that "The school fee
collection procedure, conditions (childrens')
personal rights, to an education upon the vag-
aries of their parent's conduct, an intolerable
4-- .,86practice . '
These court actions along with important legislation
such as the Civil Rights Act of 1964 and the Elementary
^^Ibid., pp. 26-7. ^^Ibid., p. 27.
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Secondary Education Act of 1965, have provided advocacy
groups, parents, and students with potentially viable
tools for effecting educational change and gaining basic
rights for students.
Although it appears that litigation and the result-
ing court decisions have restored many rights to students
and parents, this, unfortunately, is simply not the case.
Court decisions, apparently guaranteeing due process for
students, have not been that effective when one considers
that in the 1973-74 school year. New York City public
schools suspended 18,513 children, and medical discharges
were given to 4,308 youngsters in the 1972-73 academic year.
An office of Civil Rights study on school suspensions in
New York City, according to Thompson and Doyle of the
Queens Lay Advocacy, determined that 85 percent of all sus-
pensions were given to minority children, although the
8 7
minority enrollment was only 64.4 percent.
A Children's Defense Fund study entitled, "Children
Out of School in America," presented a conservative analy-
sis of the 1970 U.S. Census and indicated that over two
^^Miriam Thompson and Susanna Doyle, Consortium
Tackles Drop Outs," The Advocate , Winter Issue 1975,
pp. 12-13.
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million children between the ages of 7 and 17 wore not
enrolled in any school. Almost one half of this number
were between the ages of 16 and 17, and half were between
7 and 15 years of age. They pointed out that the two mil-
lion figure did not reflect suspended or expelled young-
sters, handicapped youngsters out of school or on home
instruction, or truants and the like. Nor did it include
those children functionally excluded from school by in-
appropriate educational placements. Lastly, Thompson and
Doyle contended that among the most common barriers to
children who attended school are illegal suspensions and
8 8
expulsions. Those laws then provide minimal protection
and relief. It is clear to this author that much advocacy
work remains to be done.
It is extremely important that advocacy groups con-
tinue their work. Walker noted that parents and students
could, under the \Iood decision, file law suits for: sus-
pensions without the minimal due process required by Goss;
for teacher assaults on students; for unreasonable searches
of students; and for punishment of students for exercising
88 Ibid
. ,
p . 112 .
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their First Amendment’ rights to speak freely and
distribute printed material on school grounds and to re-
fuse to participate in the patriotic ceremonies of salu-
ting the flag and reciting the Pledge of Allegiance, and
lastly for failure to provide adequate education for
.
. 89handicapped children. Walker noted that before damages
are awarded, the court places the burden of proving the
actual amount of the damages claimed suffered on the
student. Also, malice must be shown. Thompson contended,
and the author agrees, that although the Supreme Court
has opened up a new avenue for the enforcement of student
rights, it has drastically limited the availability of the
nev/ remedy
.
Queens Lay Advocacy, The Chicago Education Project,
The Children's Defense Fund of Jackson, Mississippi, The
Chicano Education Project of Denver, The Boston Mass Ad-
vocacy Program, The National Citizens Committee, Harlem's
AFRAI'l, and the United 'Bronx Parents Association of New
York City have all made available v/ell v/ritten and clear
booklets on the rights of parents and students. The issue
®^Edgar Walker, "Appeals Through Litigation," The
Advocate, Winter Issue 1976-1977, pp. 11-12.
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of student rights has provided parents, students and
advocacy groups with added and sorely needed opportunities
for involvement and participation in the governance of
their schools. The level of parent participation has in-
creased and recent court decisions have provided, though
slow and expensive in the making, perhaps the most viable
tool for child advocacy and parent participation. The
author believes that such court decisions have had a ten-
dency to make schools and professionals more accountable
to parents and students.
School/Professional Accountability
Much of the literature already cited by the author
hcis pointed up the dissatisfaction parents hold for pub-
lic education. Further, the professionals, with the
assistance of their trade unions, usually determine and
control the level of parental involvement in school gover-
nance. Couple these observations with the lack of account-
ability the schools have shown to parents, students and
community, and the increased parent/consumer sophistica-
tion, and one can better understand the present demands
for some better system of educational accountability.
Accountability, according to Davies, means
A participatory process through which the schools
and community can judge what schools can and should
do, decide what conditions and resources are needed
to function effectively, and determine whether or
77
not their objectiyes have been met.^®
of accountability is supported by
Levin who proposed that true accountability should require
the following steps: (1) clear formulation of educational
goals, expectations and priorities by the public, (2)
communication of these goals to the educator, (3) imple-
mentation of appropriate and effective programs under
the expert guidance of the educator, (4) long and short-
term evaluation of the programs, and (5) feedback of re-
sults to both the educator and the public. Levin argued
that the accountability he is proposing would be impossible
to implement in the present structure of American schools.
A total reorganization of educational governance and pro-
cess is necessary if our schools are to be held responsible
by those who finance it and certainly must benefit from
it, the taxpayers.
Long, Stein, Fantini, Wynne, Lessinger, as v/ell as
other notable educators believed that parents and the
90 .Donald Davies, "Toward a New Consumerism," Account-
ability for Teachers and School Administrators
,
A.C. Orn-
stein, ed
. ,
(Belmont, C^alifornia: Fearon Publishing Co.,
1973)
,
p. 45.
91Henry M. Levin, "A Conceptual Framework for Account-
ability in Education," Occasional Paper 72-10, School of
Education, Stanford University, September 1972.
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community should be involved in any educational
accountability program. Long proposed several steps
for involving the community in educational accountability.
These steps included: the joint setting of educational
priorities by community members, students, teachers and
administrators; providing for better informed community
ii^P^oved communications; and involving many groups
in educational assessment. Stein observed that account-
ability never reached the involvement level of parents,
but has remained within the ranks of professional bureau-
cracy. The demand on the part of parents and community
for accountability v/ent hand in hand with their move for
more power in the governance of the schools.
Wynne, like Stein, v;rote that the push for assess-
ment programs must come from the lay community. The
local community should decide on the educational results
Carroll Long, et al, "Coimriunity Involvement in
Educational Accountability," Phi Beta Kappan
,
1972, Inner
Cover; Annie Stein, "A Hard Look at Accountability, People
Against Racism," Education Newspaper
,
September-October
1973; Mario D. Fantini
,
"Needed Racial Reform of Schools
to Make Accountability Work," in Accountability for Tea-
chers and School Administrators
,
ed . A.C. Ornstein (Belmont,
Calif.: Fearon Publishing Co., 1973), pp. 121-28; Edward
Wynne, "From Information to Reformation," in Nev; Models
for American Education, eds. James W. Guthrie and Edv/ard
Wynne (Englev/ood Cliffs; Prentice Hall, 1971); and, Leon
M. Lessinger, Every K id a Winner: Accountability in Educa-
tion, (New YorlT^ Simon and Schuster, 197~0l .
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and objectives to be assessed through a community-designed
testing program. Such a program, VJynne argued, would pro-
vide the necessary feedback that is needed if the public
is to have a valid and powerful input into educational
policy and programming. Lessinger, former United States
Associate Commissioner of Education, claimed that neither
the methods nor the objectives needed to promote account-
ability are found in the professional bureaucracy running
the schools. Lessinger proposed and emphasized the need
for cooperation betv.’een the professional educator and the
lay community. He believed that nev; educational technology
will not only require the expertise of the professional
but also the sound decision-making process and control of
policy on the part of the public.
While Wood and Seay raised the important questions
of "for what?" and "to whom?" should the education be
o T
held accountable; Buchan pointed out that if parents
want partnership in the governance of their schools, they
must accept equal accountability for the education of their
schools, they must accept equal accountability for the
^^G.S. Wood and M.F. Seay, "Accountability and Evalua-
tion as a Basis for Decision-Making," Community Education^^
A Developing Concept , (Midland, Michigan: Pcndcll Books,
T9 7 4 ) , jTp . 207-231,
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for the education of their children. Fantini along
with the above authors contended that it is the profes-
sional educator and the schools who should be held
9 5accountable for their work. Fantini challenged the
notion that accountability goes far enough to meet the
general loss of public confidence in schools. He further
believed that the problem with American public education
is that (1) it is a monolithic means for achieving educa-
tional goals, (2) our public schools offer a somev/hat uni-
form educational diet to a very diverse consumer clientele,
and (3) the schools' usual single set of teaching tools
and techniques handicap many students and teachers. He
proposed that the solution is a school of choice. Such a
school may be had through an internal voucher plan that
would allow teachers, parents, and students to develop
programs within a particular school which meet what they
perceive are their needs and aspirations. The moie ecuca—
tional options, the better.
^^V7illiam Buchan, "Educational Accountability: The
Parent's Role," Education 93 (September-October 1972): 22-5.
95Fantini
,
"Needed Radical Reform, pp. 121-28.
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The author believes that the educational voucher
could be a tool for fostering accountability in our
schools, especially the achievement model as described
by Foster. ^ There the value of the achievement voucher
is based on the progress made by the child during the
school year. While Foster did not offer additional spe-
cific information concerning the dollar value of the
achievement voucher and just how it would be implemented,
he did point out that the basic voucher theme would be
considered here. That theme, according to Foster, was
that "schools should reflect the aims and aspirations of
individual students rather than being a compromise fitting
a plurality of students living in certain neighborhoods."
One of the obvious advantages of a voucher program
is that it is a form of educational accountability to par-
ents and students. Parents could and would be free to
withdraw their children from a school if it did not meet
their desires. Coons, Clune, and Sugarman proposed a
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plan similar to the voucher system--!ami ly grants.
^^Benjamin Foster, Jr., "The Case for Vouchers," The
Black Scholar
,
May-June 1973, p. 14.
^^John E. Coons, William H. Clune, III, and Stephen
D. Sugarman, "Recreating the Family's Role in Education,
in New Schools for American Education , eds. James W. Guthrie
and Edward Wynne T^glcwood Cliffs: Prentice Hall, 1971).
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These grants would be financed by a progressive tax based
upon the family's earnings and the quality of education
desired. The governance and financing of schools would
be left to the parent's discretion. Family grants would
provide a mechanism to provide families v;ith educational
decision making power. The author agrees with the basic
premise of the family grant plan but believes that it
could not, at this time, provide parents and advocacy
groups with another viable option for improving educational
accountability. Such a plan would face strong and complex
political, professional union as well as local and federal,
legislative hurdles. The voucher plan and performance
contracting offer better immediate results.
Berlin cautioned tliat performance contracting, tried
by some communities as a means of operationalizing and in-
stitutionalizing accountability, did not improve the
students' cognitive learning, and was difficult to measure
in impact. But performance contracting did, according
^^B.M. Berlin, "Performance Contractinq--What Can Be
Salvaged?" in Accountability for Teachers and School Admin-
istrators, ed . A.C. Ornstein (Belmont, Calif.: Fearon
Publishing Co., 1973) , pp. 106-19.
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to a 1972 Office of Economic Opportunity report, increase
parental participation. Heller pointed out, in an Office
of Economic Opportunity feasibility study, that the voucher
system could provide for the parent's exercise of educa-
tional consumer sovereignty.^^ Parents would be issued
a voucher of predetermined monetary value by the school
district or some special agency which ho called an Educa-
tional Voucher Agency. Parents would choose a school, and
all vouchers, no matter where the school was located,
would have the same value. Parents could influence the
quality of education offered in the schools. Schools
would have to be more competitive, and better able and
willing to meet the needs of the consumers, if they were to
stay in business.
One of the most written about educational voucher
system programs was the Alum Rock project. This project,
though severely criticized by Blackman and Bridge pri-
marily for failing to provide accurate information to
parent consumers and for not greatly improving the parti-
cipation of those known as under-participators, did
^^R.W. Heller, "Educational Vouchers: Problems and
Issues," in Innovations in Educa t ion for the Seventies :
Selected Readings, eds. J.E. DeCarlo and C.A. Madon (New
York: Behavioral" Publications, 1973), pp. 143-55.
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provide a vehicle for increased parental involvment
.
Levin in describing how the Alum Rock Voucher program
worked pointed out that educational options such as mini-
schools v/ere offered. Each participating school was
required to offer at least two different educational pro-
grams. The parental input in the developing process of
these educational options ranged from none, to surveys, to
much cooperative planning with parents. Levinson, in
elucidating the failure of the Alum Rock Voucher system
to stimulate increased parental participation and vjiden
the range of educational opportunities, made clear that the
voucher program was in conflict with the pre-existing
authority structure of the school district. Further,
the beliefs in consumer sovereignty underlying a voucher
system were not in congruence with those underlying a
public monopoly. He also asserted that among the benefits
Julie Blackman, "Voucher Schools: Who Participates,"
ERIC CUE Urban Disadvantaged Series, (August 1975) pp. 1-71,
117-257; and, Gary R. Bridge, "Parental Decision-Making in an
Education Voucher System," paper presented at the Annual
Meeting of the Educational Research Association, Chicago,
April 197 4 .
^^^Joel Levin, "Alum Rock After Two Years: You Dear
Reader Have a Choice," Phi Delta Kappan , November 1974.
^^^Eliot Levinson, The Alum Rock Voucher Demonstra-
tion: Three Years of Implementation , (Scinta Monica: The
Rand Corporation, 1976)
, pp . 1-37.
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derived from the Alum- Rock experiment were: Teachers had
a better working relationship, communication improved in
the school system, a new budget system was devised, free
transportation, open enrollment and the mini-school con-
cept were instituted. As of 1975, three years after the
implementation of the program in 1972, all of these bene-
fits had survived.
Voucher plans have much potential as accountability
tools for parents and parent advocacy groups. Buckley
advocated a voucher system as an alternative to the kind
of decentralization plan that was being ' attempted at Ocean-
103Hill Brownsville. Lessinger argued for a voucher
system in which private contracts could be made between in-
. . ] 04dividual parents and educational institutions. He
expressed the need for the formulation of a society to study
and promote accountability in education. Consumer advo-
cacy groups could be such a society. Such groups could
foster and nurture educational accountability voucher
programs
.
^^^William F. Buckley, Jr., "A Valiant Effort at Com-
promise," National Review 25 (February 1969): 192.
^^^Leon Lessinger, "Accountability in Education," in
Resources for Urban Schools : Better Use and Balance , ed
.
Sterling M. McMurrin (New York: Committee tor Economic
Development, 1971).
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Another means through which educational consumer
advocacy groups could foster educational accountability
is through an ombudsman. Cochran, Lachman and Bresnick
and Cheng agreed. Cheng's model, the role of the om-
budsman would include representing parents and community
folk at the bargaining table with the primary task of
participating in all major aspects of policy making. The
ombudsman would bo mandated to act as the protector of the
public interest and would place the highest of priorities
on the interests of the students. The ombudsman would
further have to maintain continuous communication with
all groups and interests in the cominunity. Existing ad-
vocacy groups, advisory groups, school councils and the
like would serve as a channel of communication for the
ombudsman
.
The idea of an educational ombudsman has merit but
would take, especially in urban centers, a restructuring
of the present educational system before self implementa-
tion could take place. The oinbudsm>an would have to be a
^Leslie H. Cochran, "An Ombudsman for Urban Schools,"
in Community Control of Schoo^, ed . Henry M. Levine jWash-
ington, D.C.: The Brookings Institute, 1970); Sidney P.
Lachman and D. Bresnick, "Educational Ombudsman for New York
City?" School and Society 99 (1971): 163-70; ^nd , Charles
W. Cheng"] Alternciting Coilective Barga ining Citizen Partic:i_
pation.in Education Decision Making , (New York: Praeger,
1976y7~ppT 125-28.
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part of an organization outside of the authority of the
usual educational district. A parent advocacy group could
be the vehicle through which the ombudsman would work.
Davies described a potentially excellent vehicle
ij^volving parent/consumer advocacy groups in the educa-
tional accountability process— the Teacher Center.
Davies did not provide detailed information on how the
Teacher Center might v;ork; hov;ever, the potential of pro-
viding for parental involvement is great. The model of
Teacher Centers comes from England. The Teacher Center
as described by Devaney represented a voluntary participa-
107tion experience for teachers. Teacher Centers have the
ability to allow a district/school to assess its needs and
tailor a program to meet them. Devaney also pointed out
that Teacher Centers, conceived as an in-service training
model for teachers, usually have the aims of assisting staff
to enliven, personalize, enrich, elaborate, reorganize or
conceptualize the curriculum. Such Centers are usually not
school supported and are housed at neutral sites outside
^^^Donald Davies, "Toward a Nev; Consumerism," in
Accountability for Teachers and School Administrators , ed.
A.C Ornstein (Belmont, Calif.: Fearon Publishing Co., 1973),
pp. 126-35.
,
^^"^Kathlecn Devaney, "What's a Teacher Center For?"
Educational Leadership, March 1976, p. 414.
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of school. The Centers may be organized at the local
school level, the district level or in collaboration with
local universities. Rodgers, Yeatts, Lickona and Hasch
discussed some of the organizational, societal and admin-
istrative differences betvjeen the operation of Teacher
1 ORCenters in the United States and England.
The Teacher Center is immediately accessible as a
vehicle for improved parental involvement and educational
accountability. The federal government, through the U.S.
Office of Education, has made available, nation-wide,
8.25 million dollars to set up Teacher Centers for educa-
109tional renewal, according to Davies. These Centers
could be used by educational parent/consumer advocacy
groups as an accountability tool. The advocacy group/par-
ents and professionals of a school or school district
could use the Centers to bring together a flexible and
varied pool of resources. The resource pool could operate
similarly to the conuaunity evaluation committees of the
^^^Vincent Rodgers, "Teacher Centers in the U.S.: An
Idea VJhose Time Hase Come?" Education al Leadership , March
1976, pp. 403-6; Edward II. Yeatts, ""staff Development:
Teacher Centered Inservice Design," Educational Leadership ,
March 1976, pp. 417-21; and, Tom Lickona and Peg Ilasch,
"Research on Teachers Centers," Educational Leadership ,
March 1976, pp. 450-55.
^^^Davies, "Toward a New Consumerism."
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Minneapolis Accountability Project. These committees
were comprised of volunteers who researched topics selected
by a citizen advisory board. The cooperative work of
the volunteer resource committees provided findings and
proposals for educational change. Such Centers could be
used by parents and others to share their needs, aspira-
tions, desires, and concerns. Professionals, students
and parents could jointly formulate educational goals,
expectations and priorities and clearly communicate these
goals so that the "accountable to whom and for what ques-
tion" is answered. Long and short term evaluation instru-
ments and a feedback mechanism would keep participants,
parents, community, professionals and students informed
with accurate information. Many more details and much re-
search are needed before the Teacher Center could be
effectively used by educational parent/consumer advocacy
groups as a vehicle to improve educational accountability,
but there is outstanding potential for fostering educa-
tional accountability through the "Teacher Center concept."
^^^The Minneapolis Accountabil ity Project 1 972-1975 :
Three Year Report, MTnneapolis: Minneapolis Public Schools,
Department of Research and Evaluation, June 197 j, pp. 1-52.
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The movement for accountability in education has
shown tremendous growth in recent years. Some of the
reasons for accountability on the part of consumers, par-
ents, students and community folk have been discussed in
Chapter Two. Predominant among those reasons is the
school's unwillingness to accept responsibility for what
they do. Katz summed up this feeling v;hen he stated:
They (the professionals) have developed organizational
structures that moved them ever further away from
interaction with the communities they served, and
finally, they even refused to accept responsibility
for educating anybody successfully in anything. Once
granted a captive audience, they have had little need
to succeed; it has been easier to develop a battery
of excuses that place the blame for educational failure
outside the school and on the home.^^^
Acceptable educational accountability tools are in-
evitable for the future. Parent advocacy groups could bo
the vehicle through which the various accountability tools
offered in this review could be fostered. The educational
voucher, along with performance contracting, as well as the
ombudsman model and Teacher Center concept all show pro-
mise. Each, at best, would face tremendous obstacles.
^^^Katz, Class Bureaucracy and Schools, p. 113.
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given the present structure of our educational system,
especially in urban centers. The strong urban teacher
unions with their apparently successful political lobby-
ing programs, the lack of dedication, as well as the lack
of willingness to change and a lack of funds available
to most of the professionally controlled school districts,
are among the obstacles that would preclude the implemen-
tation of accountability models mentioned in this review.
Summary
The author has reviewed the literature as it re-
lates to: (1) the history of citizen/parental participa-
tion in school governance; (2) hov7 the Community Control
Movement impacted upon the level of citizen participation;
(3) how the student rights movement influenced the level
of parent participation; and, (4) professional educational
accountability
.
While the historical overview of some early attempts
at educational parental advocacy participation and educa-
tional reform is not all inclusive, the research reviewed
indicated that: parents have always been concerned about
the educational welfare of their children. Also, that
although mucli lip service is paid by those who control the
schools for the partici.pation and involvement of parents
in the governance of their schools, few real opportunities
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have been made—on a volunteer basis— for such
actualization. A clear picture is developed demonstrating
the incongruent positions of the professionals and their
unions vis a vis parents. That is, parents, students
and community folk want more control over their schools,
but the professionals are apparently resolved not to
allow that to happen.
The author concludes, based on the research re-
viewed, that there has been no educational reform and no
substantial or sustained educational change in urban
systems in recent decades. Also, those attempts at reform
or change have usually taken place at the exclusion of
those who are to benefit most, especially the parents,
students, and community. The author concludes that re-
form or lasting changes can be had only if parents et al
are involved with the composition and implementation.
The schools are microcosms of larger society and
therefore perpetuate the status quo. The status quo is not
in congruence with the vjishes, aspirations, and needs of
the poor and minorities. The author is convinced that in-
dustry can play a more important and decisive role in
improving the participation of parents in the governance
of their schools; it is industry that decides what jobs
are available, the skills needed to fill those jobs, and
who will fill them to a large extent. The literature cited
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causes the author to believe that industry can change the
status quo by taking a more active role in the support of
educational consumer advocacy.
The literature, from a historical perspective, up-
holds the following beliefs of the author: (1) educational
reform in this country has been virtually non-existent,
(2) from the nineteenth century to date, the professional
educators have controlled the schools, and (3) parents have
not been pleased with their schools and do v;ant (and have
always wanted) more input into the governance of their
schools, more input into the curriculum policy and prac-
tice formulations, more input into determining who will
provide educational services to their children, and more
input into budget formulations. Such input clarifies their
needs and aspirations and guarantees parental participation
and involvement. The research reviewed points up the im-
portance of relevant citizen participation as a vital
structural intervention into the governing of public educa-
tion. Such parental participation serves as a needed
countervailing force— a force that provides incentives to
modify teacher behavior and eventually knowledge, attitudes
and practices, and a force that demands local school boards
to be more responsive and responsible to their constituency.
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the children and parents.
The Community Control Movement, the second area
covered by the literature reviewed, did positively impact
upon the level of educational parental advocacy partici-
pation. Community control as an experimental vehicle to
provide some parental control was, the author concludes,
a diversionary tactic. The research cited shows that
the control of the schools by the professionals through
their unions doomed any serious attempts at outright
—
or even shared control by or with the parents respec-
tively, or even effective change as perceived by parents
and students.
VJhether or not the Community Control Movement was
successful depended upon one's perspective. The litera-
ture cited leads the author to believe the Movement was
successful. The country-wide urban school decentraliza-
tion movement was an outgrowth of the Community Control
Movement. Both did provide for increased parental par-
ticipation and involvement in school governance. The
Community Control Movement also gave rise to the emergence
of varied forms of educational parental consumer advocacy
programs. The advocacy groups comprised what the author
alluded to earlier in this summary as the needed
countervailing force for educational change and potential
reform and increased effective citizen participation.
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The increase in parental participation brought on
initially by the Cornmunity Control Movement gave rise to
two other crucial educational issues: student (rights)
advocacy and professional and school accountability.
The Movement served another important function. It served
as a vehicle to expose the school system to the courts,
Congress, local and state legislators.
Student advocacy was an outgrov/th of the Community
Control Movement era. The literature pointed out that the
tactics of agitation used during the Community Control
Movement of the Sixties gave way to the more current
strategy of litigation. The courts, because of increased
parental involvement, have been an advocate of students
as well as parents. It should be noted that Congress as
well as local courts and legislatures have provided more
judicial intervention on the part of students and parents
than the Supreme Court. The author concludes while pro-
gress has been made through the courts, the courts have
not been effective. Effectiveness in this instance means
that justice v;as imraediate, provided relief or a remedy and,
most importantly, could be enforced and not delayed;
justice delayed is justice denied.
There has been much difficulty in getting the laws
implemented, so indicates the literature cited. Also, the
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courts havG usually provided mininiuin protection or relief.
The author concludes that much advocacy work needs to be
done and educational consumer advocacy groups must con-
tinue their work. Further, the fight for student rights
has increased the level of parental participation in
school governance. Parents, students and community have
gained some control in the governance of their schools.
The student rights movement and court decisions have,
especially for the poor and minorities, enhanced their
self confidence and increased their sense of self effi-
cacy. Judicial and legislative intervention has also
served to foster a more cooperative relationship between
the home and school. Parents and students, suggests the
literature, understand more so today that they have the
pov;er to initiate educational changes, admittedly minor.
Further, the court decisions have had a tendency to make
the schools more accountable to parents. Such decisions
have also helped to increase the level of educational
parental advocacy participation.
The author concludes from the literature cited, that
educational accountability could not, in the main, be
successfully implemented, given the present state of our
educational system. There will be a need for such pro-
grams now as well as in the near future. Accountability
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programs, on their own, would have to overcome many
obstacles. Included among these obstacles would be:
(1) the present structure of our educational institu-
tions, (2) the objection of the strong professional
unions and (3) the need on their part to maintain the
status quo, (4) the lack of a will and fear of change
on the part of professionally controlled school districts
and (5) a lack of specificity—or acceptable boundaries
covered by the varied accountability programs.
The author does believe that these obstacles are
not insurmountable if there is a will arid strong commit-
ment on the part of communities and/or educational con-
sumer advocacy groups. More successful accountability
programs can be fostered under such conditions. Although
the literature cited offers little encouragement, a
successful accountability program can be launched using an
educational parental/consumer advocacy program as the
vehicle. For example, the Teachers' Centers, the Ombuds-
man and voucher system along with performance contracting
show much promise. Historically, our schools have been
expected to perform the critical societal task of convey-
ing to their consumers a sense of unlimited expectation
and destiny. In general, the public, conmiunity, politi-
cians, parents and children perceive our educational
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system as having failed in that task. This perception
of failure is especially held by the poor and minorities.
The schools have conveyed to these groups a sense of
lack of control over their fate, an expectation that
future place and role will be limited. It is they, to-
gether with middle-class America who are asking for re-
form, for change.
The movement for change is again gaining momentum
with the advent of California's Proposition Thirteen.
The author hopes that the changes taking place and those
to come will be initiated with those who benefit most
from them: children, parents, conimunity, and profes-
sional educators. The temper of the times dictates no
less
.
CHAPTER III
DESIGN OF THE STUDY
The purpose of this study is to analyze the parameters
of effective and successful educational parental advocacy
participation as perceived by the participants. This ad-
vocacy takes the form of varied types of educational con-
sumer advocacy programs throughout the United States, but
very little is known about them or their effectiveness.
This study investigates, through case studies, eight such
organizations which perceive themselves as being success-
ful. Common successful techniques and strategies will be
identified and examined. Chapter III presents the design
of the study.
Methodology
The research population in the study consisted of
eight educational consumer advocacy participation organi-
zations located in four different regions of the contin-
ental United States: The Northeast, South, Midwest and
West. Each research advocacy group chosen for this study
was selected as an exemplary model on the basis of their
response to a preliminary questionnaire. A description
of this questionnaire is included in Appendix 1.
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Procedure
The investigator researched the literature and did
not find an instrument that would provide the information
sought. The investigator did peruse an instrument found
in an unpublished dissertation by Dr. Luther VJ. Seabrook.
Although Seabrook 's instrument was not completely applic-
able, it served as a model for the preliminary question-
naire constructed by the investigator as well as the
follow-up interview protocol used.
The preliminary questionnaire was sent to the direc-
tors of fifteen educational consumer advocacy organizations.
Although it was anticipated that forty percent of the
questionnaires would be returned, an intense follow-up led
to 100 percent return. The high rate of questionnaire re-
turn might be attributed to the author's follow-up tele-
phone calls to each potential participant.
The initial programs were selected at the recommen-
dation of recognized specialists in the field of educa-
tion consumerism: Carl Marburger and David X. Spencer of
the National Committee for Citizens in Education, Marion
Wright Edleman of the Children's Defense Fund, Harvey B.
Scribner and Luther W. Seabrook of the University of
Massachusetts, Preston Wilcox of AFRAM, Alice Kornegay of
the East Harlem Triangle, Donald Davies of Boston Uni-
versity, and Edward Meade of the Ford Foundation.
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The purpose of the questionnaire was to obtain
information concerning the success of the program to
facilitate parental participation in school governance as
perceived by the participants. The questionnaire was
divided into two parts. Part one focused upon the back-
ground of the organization: (1) official name of the
organization, (2) length of time in existence, (3) staff
hierarchy and number, (4) how the organization is finan-
cially sustained, and (5) who the constituency is and
how communication takes place. Part two was designed to
elicit responses about the perceived success or failure
of the organization.
Based upon the responses to the preliminary ques-
tionnaire, four criteria were used to select the four
' primary educational consumer advocacy participation or-
ganizations for an on-site visitation and follow-up
interview with the director and/or his/her designee as
well as available constituents. The responses from the
preliminary questionnaire were also used in developing a
structured interview protocol (see Appendix 11) . The
criteria were: (1) the geographical location of the
organization, (2) the preliminary questionnaire responses
must have indicated that the organization perceived it-
self as being successful as demonstrated by its track
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record in (a) affecting the lives of the children, and
(b) affecting the involvement of parents, (3) the sole
purpose for the organization must have been advocacy for
students and parents: disseminating information, pro-
viding legal aid, providing a vehicle through which the
concerns of parents and students can be articulated,
providing training workshops for parents and students; the
organization must have been one that intervened on the
behalf of students and parents relative to the schools
and other institutions that impact upon their lives, and
(4) the organization must not have been funded by the
local Board of Education, teacher's union(s), or poli-
tical club(s). The organization must have been operated
separately from the school system, initiated by parents
or community people, i.e., funds are self-generated
through dues, fund raisings, special funding grants from
private foundations and the like. The program must be
capable of replication and there must be a willingness to
share information and materials. The four primary srtes
selected were: (1) The Chicago Education Project (Mid-
west) ; (2) The Chicano Education Project, Denver (West)
;
(3) The Children's Defense Fund of Jackson, Mississippi,
(South) ; and, (4) Boston Mass Advocacy (Northeast)
.
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Four additional sites were randomly selected as case
studies because they provided valuable information about
the varied types and structures of educational consumer
advocacy programs. These programs exemplified diversity
and success, and offer much to groups contemplating the
initiation of similar advocacy organization. They will
henceforth be known as "the secondary sites." They are
Florida's mandated Education Citizens Committees of Miami,
Orlando and Winter Garden; (2) AFRAM; (3) The Harlem
Parents Union (both are two well known New York City
based educational parental advocay participation groups
of the late Sixties and early Seventies) ;and (4) National
Committee for Citizens in Education. These organizations
were briefly visited and a summary of the author’s find-
ings will be included in the case studies.
The On-Site Intervi.ew Protoco l
All on-site interviews were structured. (See Appen-
dix.) The author retained the opticii to probe for addi-
tional information from on-site records, materials, local
nev/s media and community people whenever possible. The
author exercised this option at every site visited. The
purpose of the on-site interview was to cross check the
data collected from the preliminary questionnaire, and to
collect any available additional inform^\tion
.
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All on-site interviews were audiotaped and
transcribed. Each interview was edited and sunmiarized,
using the structured format. The structured format
allowed the author to more easily examine the major ques-
•tions on the questionnaire and the data revealed. This
technique also helped to insure consistency and accuracy
in eliciting information. The author wishes to emphasize
that he cross checked, to the extent possible, the data
obtained from the interview, including any records, and
materials shared, with that of the returned preliminary
questionnaire
.
The Case Studies
Eight case studies will be presented: four primary
sites and four secondary sites were selected for their
varied organizational and functional styles. The presen-
tation of each major case study will include:
(1) An overviev; including;
(a) The date of visitation
(b) The individuals interviewed
(c) A brief history of the organization
(d) Its philosophy, goals and/or objectives
(2) The technical assistance work; whom the organi-
zation serves, trains,
(3) The overall pattern in the implementation of
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strategics for success,
(4) Some issues for the future and sample materials/
products generated by the organization.
The four secondary sites will be discussed through summary
overviews
.
Analysis of the Data
Chapter V will present an analysis of the data pre-
sented in the case studies and summary overviews. This
data v/ill be analyzed in order to answer the four basic
research questions raised in Chapter I:
(1) What was the nature of the process through which
advocacy groups facilitated increased parent
participation in the schooling process?
(2) What were the identifiable elements of the ad-
vocacy process in facilitating effective par-
ticipation as perceived by the participants and
their constituency?
(3) How is the program perceived by those whom it
purports to serve?
(4) What were the perceived elements requisite for a
model of advocacy participation?
Further, a comparative analysis of the selected pro-
grams will be completed to ascertain common strengths and
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elements of strategies and techniques for effective
psi^ticipat ion
. Chapter IV will present an exemplary
model of parental advocacy participation containing ele-
ments identified through the analysis presented in
Chapter V.
CHAPTER IV
THE CASE STUDIES
The purpose of this study is to examine the
parameters of effective educational consumer advocacy
participation as perceived by the participants. Chapter
IV presents the eight case studies investigated.- The
presentation of each primary case study will include
(1) the date of the visitation— the individuals interviewed,
a brief history of the organization, its philosophy, goals
and/or objectives; (2) the technical assistance work; v;hom
the organization serves; (3) the overall pattern in the
implc'.mentation of strategies for success; and, (4) some
issues for the future and sample materials and products
generated by the organization.
The four secondary case studies v;ill be discussed
through summary overviews.
The Chicago Education Project
Overview. (Visitation date July 11, 1977). The Chicago
Education Project is a not-for-profit organization, loca-
ted in Chicago, Illinois, at 407 South Dearborn Street.
This address is the organization's only site. The
organization’s old name was: The American Friends Service
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Coiranittee, Inc. The organization had been in existance
for approximately nine months at the time of the inter-
viev7.
The Director of the Chicago Education Project was
Judy Gottsegen. The organization had five full-time
staff, including the Director. The staff included: one
Director, two field advocates (workers), one secretary
and one attorney. The organization had access to other
volunteer personnel resources such as other attorneys,
educators, and the like. All staff live in the community
(Chicago) . In addition to interviewing the Director of
the Chicago Education Project, contact was made with tv;o
additional staff people and a number of parents and stu-
dents .
The organization is funded through independent
sources, i.e., Carnegie and Joyce Foundations. The
Playboy Magazine Organization has provided a small grant
for the printing of publications. The organization is not
dependent upon, nor does it collect, membership dues;
however, it does receive some federal funds. The organ-
ization's constituency may be described as parents,
students and community folk. The goal of the organization
is. to "empower parents." The primary vehicle through
which this goal is realized is the organization's "training
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program," a program designed to train community
organizations to organize advocacy centers in their own
neighborhoods. The majority of their cases are those
surrounding the lack of due process for suspended stu-
dents and the right of parents to gain access to their
youngster's school records.
The Chicago Education Project's track record in-
cludes a recent law suit brought against the Illinois
State Education Department and the Chicago Board of Educa-
tion regarding the right of parents to gain access to
school records. They have also written, for city-wide
dissemination, several information pamphlets for par-
ents and students, including a newsletter and a manual
of student rights. This manual, "A Handbook for Students
and Parents on Their Rights," spells out the right of due
process for students and parents. Gottsegen makes clear
that the handbook was and is an effort to bring together
the rules, case/law, and regulations that affect the
rights of parents and students in the Chicago public
school.s
.
The sincerity of the project's Director as v^;ell as
that of her field workers, their dedication and enthusiasm
for their advocacy work v;as infectious. One goal of the
project is to be considered as a parent resource organi-
zation available for consultation by individuals and/or
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groups interested in the field of educational advocacy.
The organization is willing to share their expertise with
others who might be contemplating forming an educational
advocacy group.
Technical assistance work; who the organization serves
and trains . The primary goal of the Chicago Education
Project is to empov;er the parents. This primary goal is
aimed at making each local community serve as advocates
for its children. The community parents are usually
reached through already established local organizations,
of which parents are a viable part. Though assistance
will be provided for students v/ithout parental involvement,
the organization prefers, and in most instances, insists
that parents be involved. The training program designed
to enable local community organizations to serve as ad-
vocates for students is discussed in greater detail in the
following section.
Overall pattern in the implementation of strategies
for success. Strategies for realizing set goals usually
come about through trial and error according to the pro-
ject's Director. For example, one strategy that proved
unsuccessful was their speaking "out" at public school
board meetings. This strategy did nothing to influence
No one was able to participate inthe board's decision.
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their decision making process. "The board listened, but
then did what they wanted," stated Gottsegen.
Advocacy groups are usually successful because of
a good track record and/or people believe it is success-
ful. This feeling of success or accomplishment comes from
being in the media, "before the public's eye." One stra-
tegy to keep the Chicago Education Project before the
public's eye is to seek issues that will meet media atten-
tion. Further, the project seeks to maintain regular
direct communication with its potential constituency
through such mechanisms as placing flyers about certain
issues in laundromats and other places frequented by the
grass root public. The use of periodic reports is another
strategy nov; employed !y Gottsegen. A six m.onth report
was being prepared to be distributed through mass mail-
ing. "The purpose of such an effort was/is to get the
feeling across that we are publicly accountable." The
Six Month Report is now mandated by the Chicago Education
Project policy.
Gottsegen noted that there are very few local organ-
izatioTis doing wliat the Chicago Education Project does,
and none in the project's immediate area. One important
strategy emphasized by Gottsegen and her field workers
is to seek out groups working on a particular issue and
offer to assist. Never go into someone else's territory
I
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and attempt to help unless invited. When you are invited,
serve as a resource, allow the local or inviting group to
take the lead. VJhile the Chicago Education Project re-
cognizes the importance of communication between advocacy
groups, no linkage with similar groups had occured at
that time. According to the staff, an important strategy
would be to form a netv;ork of organizations similar to
the Chicago Education Project in other parts of the
country. In fact, a Chicago Education Project organiza-
tion was being formed in Seattle, Washington according
to Gottsegen. Such a resulting network, on state and
local levels, will help provide the needed comniunication
.
The major strategies to reach their primary goal--
to empov/er parents—emphasized by Gottsegen were:
(1) set up advocacy centers throughout Chicago,
(2) train local advocates to run their own community/
local advocacy centers,
(3) have the Chicago Education Project act as a
back-up resource to the newly formed advocate
centers
,
(4) form a netv;ork of advocacy organizations or
centers so that information and research can
be easily shared,
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(5) facilitate existing advocacy organizations to
communicate with one another, to form linkages,
and plan together,
(6) litigation, while important, must be used with
discretion, and
(7) hold meetings and training sessions in the local
communities, and always use local people.
Strategies for goal realization during the nine month
history of the organization had developed through a trial
and error process. Out of those collected experiences of
the Director and her field workers, the following advice
was offered to those contemplating forming a similar ad-
vocacy organization;
(1) Hire staff from the community.
(2) Hire field advocates, those coming into direct
contact with students, parents and schools, and
responsible for the local training of advocates,
who have had some experience with youth issues,
not necessarily school issues; they must be
able to also identify enemies among different
groups so they can still operate. "I think
that’s really important." Staff must be loyal,
even over loyal to the cause.
(3) Have good legal back up, "try to find lawyers
who arc willing to take a whole lot of cases
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that don't bring glory."
(4) Have numerous contacts within the community
before starting^
(5) Have some contacts in the local and state systems
so that information can be easily obtained.
Gottsegen noted that federal contacts in Washing-
ton, D.C., are important too, if you wanted to
keep abreast of new lav7s and regulations that
might impact upon those you serve. For example,
the National School Breakfast Program (s), or
the Handicapped Children Education Program.
(6) Fund raising ability is crucial. The Chicago
Education Project used grants exclusively. The
organization is not dependent upon membership
dues, of which none is required.
(7) Do not allow small group turnouts for meetings
to discourage you. "Much can be accomplished
with smaller groups." Large groups can be a
disadvantage, being too unwieldly, and very
little if anything is accomplished. Also,
there are usually too many vested interests
among broader group members . P.ecruit those who
are dedicated and committed to the advocacy task.
(8) Try to work with organizations that incLude
parents instead of with one parent. This will
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allow you to make better use of your staff
resources
.
(9)
Carefully choose your issues and always be cog-
nizant of another group's territorial rights.
Select issues that will attract the media and
initially those you have a good chance at
winning
.
(10) Find a way to produce, print, and distribute
materials/products. Produce periodic informative
reports, flyers, newsletters, and other litera-
ture. Produce products like student rights
handbooks, or pamphlets. Parent Rights, Title I
guidelines, school rankings and the like.
(11) Select a sta ‘f that is totally dedicated. It
does not have to always reflect the ethnicity of
your advocacy constituency, but admittedly, it
might make it easier.
(12) Choose a leader, whether he or she is part-time
or full-time that will reflect the kind of pro-
gram you want; one who has the skills you need;
and most important, one that will be totally in-
volved. Good leadership, believes Gottsegen, "is
being wise enough to know that you got to reach
out for those folks out there who are in a bad
position and bring them in so you can help theiju
"
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Supervisory and fund raising are two important
skills to look for.
(13) Structure your organization so that it is not
dependent upon one person for its existence.
The organization must be able to function with-
out the temporary services of a "leader."
(14) Set limits of your advoacy work. Let everyone
know what you can/will handle.
Some issues for future consideration and sample materials,
products produced . One of the future considerations or
goals of the Chicago Education Project will be to culti-
vate political power— local, state and federal. One stra-
tegy will be to "try running a bill through the State
Legislative system to see what can be learned through that
experience," stated Gottsegen. While lobbying is recog-
nized as a potentially powerful tool, the staff was not
prepared at that time to exploit its potential. A second
issue centers around the types of alliances an advocacy
group should enter. Organizations must be careful about
permanent alignments witli political persons, clubs or
similar groups. Alignments should be done on an issue by
issue basis. Continued financial support is another
crucial issue. Viable alternatives must be found to
governmental grants, which usually have guideline strings
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attached and may be discontinued at any time, as well as
grants from philanthropic organizations whose grant port-
folios are shrinking, and, of course, aggressively competed
for by more groups.
In summary, the staff of the Chicago Education Pro-
ject is ethnically reflective of those it purports to
serve. The students the author interviewed, who were being
assisted by the organization to help them improve their
school, were quite pleased with the assistance they were
receiving and were enthusiastic with their ov/n involvement
and participation. These young people were interested in
establishing a "student court" in their high schools.
The Chicago Education Project staff has established the
limits of their advocacy work and uses litigation as a
strategy of last resort, for it is both time consuming
and expensive. Organization strategies include the sub-
tle pressure of non-compromise, of non-cooperation,
persistency, and keeping parents/students informed of
their rights. The parental informing sessions are usually
in the form of advocacy training. The purpose of such
training is to empower each community, through the trainees,
to act as local advocates. This is a strategy of high
priority and has proven successful.
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The Children's Defense Fund
Overview
. (Visitation date July 18, 1977). The
Children's Defense Fund, a not-for-profit organization, is
located in Jackson, Mississippi, at 520 North President
Street. The headquarters is across the street from the
Mississippi State Capitol Building. The present organiza-
tion was founded in 1973 as a part of the Washington Re-
search Project. The Jackson, Mississippi, headquarters
is the only Children's Defense Fund site in the state.
The staff includes the Director, Rim Barber, one field
worker, Pert Toins, and one secretary. All staff are
full-time and salaried. There are no part-time workers.
Al], staff members live in the community. The staff does
ethnically reflect those it purports to serve.
The Children's Defense Fund has been very successful
in securing resources outside the organization to help
meet their goals. The Children's Defense Fund's goal is
to provide advocates for children in order to challenge
emd change policies, practices and institutions in this
country which harm them. Specifically, their program
goals are to secure for children:
(1) The right to an education for children who have
been excluded or misclassif ied
.
(2) The right to adequate health care for children.
(3) The right of children to comprehensive child
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care and family support services.
(4) The right of children to receive fair and
humane services under the juvenile justice
system.
(5) The right of children not to be unnecessarily
removed from their families, ’’banished to in-
humane institutions or sent long distances from
their homes."
The Children's Defense Fund organization shares a
building with other groups which they use as advocate re-
sources. This linkage of resources, one of the outstand-
ing accomplishments of the organization, includes such
resources as the American Civil Liberties Union, the
Mississippi Federation of Child Development Center, and
the League of Women Voters, and others.
The Director, Barber, pointed out that his organiza-
tion has easy access to legal counsel. The Fund acts as
a training unit for outside communities and offers tech-
nical assistance for proposal v;riting. An imm.ediate goal
of the Fund is to secure the right of education for
handicapped children, as reflected through their champion-
ing the case of Mattie T. Other priorities include the
right to an education for youngsters who have been cither
misclassified and/or excluded, the right to adequate
health care for children, and the right of children to
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comprehensive child care and family support services.
One of the major functions of the staff field worker
is to act as an advocate for those in trouble with the
school system. To this end, the Children's Defense Fund
has published and disseminated a handbook titled: "Your
Right at the Time of Suspension." Also, the pressure
placed upon the local educational system by the Fund unit
has resulted in the school system rewriting its discip-
linary policies. The field worker v^as instrumental in the
initiation of a group whose task is to recommend to the
local school board some alternatives to suspension.
One example of how the Children's Defense Fund ser-
ves as a resource to other community groups occurred
during this investigator's visit. A small local community
advocate group in Vicksburg, Mississippi, needed some
technical assistance with a proposal. On-site assistance
was provided by the Fund in the development of the pro-
posal, with the v;riting task being completed in the
Fund's headquarters.
The Jackson, Mississippi, Children's Defense Fund
organization is independently funded and is part of a
national network of the Fund units.
11
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Technical assistance work
. The Children's Defense Fund's
primary goal is to provide a vehicle through which child-
ren can get the advocacy they need to challenge and change
policies, practices and institutions v;hich harm them.
The Fund aims to provide advocacy for all children who are
robbed of their birth right and who are treated in a
callous and destructive way by our society in addition to
those young people in trouble. The Fund believes that
while parents are natural advocates for their children,
they, especially the poor ones, do not have the time, ex-
perience, confidence, education or resources to fight
City Hall or the social welfare agencies, or challenge the
school principal or the doctor. Therefore, the Children's
Defense Fund's clients are primarily parents and other con-
cerned citizens. They help these individuals secure the
support and services their children need and are entitled
to. Their advocacy work is more class oriented than
individual case.
Overall pattern in the implementation of strategies for
succe ss . The Children's Defense Fund uses varied stra-
tegies to reach their advocacy objectives. Successful
strategics include:
(1) Working closely with policy makers to help them
design and enforce programs to help children.
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(2) Monitoring federal laws and agencies responsible
for administering them to see that Congress'
intent is carried out.
(3) Informing local citizens of their rights under
relevant lav/s and at the same time, informing
Washington agencies about how their programs
could be more effectively reaching people.
(4) Using researchers and writers to investigate
programs affecting large numbers of children
and publishing their findings so that policy
makers and the general public are aware of the
plight of rhese young people.
(5) Litigation is a major Fund strategy. The Fund
has lawyers who will sue on behalf oi individual
and/or groups of children who are victimized by
particular abuses of officials or institutions.
The goal is to develop laws in areas affecting
children which will actually change the harmful
policies and practices. The Fund field teams
work with community leaders and parent organiza-
tions to translate the proclamations from the
courts and the federal government into viable
strategies for action on a local level.
1
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(6) Resource linkage is another important strategy
used. Some of the local Fund legal services
are secured this way.
(7) Providing advocacy and technical assistance for
local groups and providing back up resources
for them.
(8) Keeping the constituency and local community
informed through (a) use of mailing lists;
(b) personal involvement of the staff in com-
munity affairs; (c) generating information
pamphlets and leaflets; (d) use of local media:
newspaper (s)
,
radio, and television; and (e)
attending and where necessary hosting weekly
community meetings about specific issues.
(9) Independent funding is a strategic must.
These strategies are among the more successful used
by the Children's Defense Fund. Barber and Toins pointed
out that it is their belief that no one thing always works,
therefore, strategies must be varied and the advocacy,
specific. Funding for the Fund comes from Foundation
sources. No membership dues are collected. Because of the
independent funding, the Fund believes its hands are not
tied and the effectiveness of their advocacy role is not
compromised. ^
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Based on their more than fifteen years of advocacy
work, the Fund offered the following advice for those con-
tempD.ating the creation of a similar advocacy group:
(1) Keep your constituency informed through varied
communicative resources: radio, television,
leaflets, and weekly community meetings.
(2) Generate information products, such as the hand-
book, "Your Rights at the Time of Suspension."
The Fund has generated more than ten such re-
ports and advocacy handbooks.
(3) Organize community meetings carefully. Set
limits for each m.eeting; and insure that comm.un-
ications are clear, factual and concise. Always
have written material available.
(4) Keep in touch with those you want to help. As
Toins put it, "deal with folks.” Use monthly
reports
.
(5) Train parents how to combat fear tactics em-
ployed by school officials. The local Board of
Educarion views the local Fund team as an adver-
sary, primarily because they "agitate," expose
problems and offer solutions or alternatives.
Also, provide parents with technical expertise
about budgets, curriculum development, student
and parent rights, etc.
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(6) Know your local politicians and use them as a
resource
.
(7) Be clear about your territorial rights as well
as other local organizations.
(8) Be selective about your issues.
(9) Linkage with other organizations is necessary to
provide those services you cannot. Try to get
as many resources under one roof as possible.
(10) One of the most important strategies of all is
to survive. The organization must survive and
have time to perform w'ell.
(11) Choose a leader who will totally dedicate his/
her time. Advocacy work is difficult, it re-
quires persistency and dedication.
Some issues for the future and sample generated products
and materials . The Children’s Defense Fund has set v;hat
they perceive are very important considerations for the
future. One such concern is to ensure all young people
receive adequate health care as well as comprehensive
child care and family support services. Since funding
is requisite to the realization of such objectives, add-
itional funding sources must be found and insured.
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In summary, the Children's Defense Fund of Jackson,
Mississippi, believes its constituency is satisfied. This
perception is based on the Fund's track record in liti-
gation, affecting school policies and progress in securing
educational rights for handicapped students. The staff
believes that the Children's Defense Fund is well knovm in
almost every Mississippi community in the state. Blacks
constitute approximately 37 percent of the population of
Jackson, Mississippi, and more than 60 percent of the
school system population. The school case load for the
Fund is from three to four per week. Their constituency is
comprised of parents, students and community folk and agen-
cies .
The Fund is the only organization of its kind in the
area. Even with their heavy involvement in the local
educational system, they have not been able to influence
school curricula and personnel hiring practices. Neither
the Children's Defense Fund nor their clients play an
active role in the selection of any school personnel.
The Fund has been able to influence those school policies
pertaining to student rights/parent rights. The Fund
believes that when dedicated people and expertise are
applied in varying combinations and you have effective
advocacy that is specific, thorough, and coordinated you
have a force that over a period of time can change the
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ways in which children are treated. The Children's
Defense Fund has made a significant beginning.
The Chicane Education Project
Overview
. (Visitation date July 19, 1977). The Chicano
Education Project was founded in 1973 in response to what
its July 1977 report called welD.-documented evidence that
Chicano students in the Southwestern United States were
not receiving the equal educational opportunities mandated
by state and national laws. (See: The Mexican .American
Education Study by the U.S. Commission on Civil Rights,
1973-74; Ethnic Distribution in Colorado Public Schools
by the Colorado Department of Education, 1973). Instead,
many Chicano children experience school as a source of
failure, exclusion, and negative feelings about themselves
and their heritage. There are no similar organizations in
southeast Colorado devoting their efforts to alter this
process and to reduce the serious problem of institutional
racism, according to Director Gil Cisneros.
The Chicano Education Project is located in the Lake-
wood area of Denver, at 540 West Mississippi Street. Al-
though this location is its main headquarters, they main-
tain three rural satellite component sites located in the
Southwestern portion of the state: the western slope,
(Montrose, Colorado), the San Luis Valley (Center, Colorado),
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and the Arkansas Valley (Las Animas, Colorado). The
fifteen member staff includes two co-Directors
,
Gil
Cisneros and Bill Rosser, three community training
specialists (one per satellite site), two lawyers, the
Director of the School Finance Study, one researcher for
the School Finance Study, one Director of publications,
and five secretaries. Thirteen of the staff are full-
time .
The organization is not-for-profit and receives the
major portion of its funding from foundation grants, i.e..
Rockefeller and some small individual contributions. The
Chicano Education Project does not charge membership dues.
Their primary goal is to help people secure their rights
to equal educational opportunities. A primary strategy
is to have staff personnel work as enablers and educators
with local communities to establish, set up, maintain,
and sustain groups capable of working for "change and per-
manent reform."
All staff members reside in the community but there
is no requirement to do so. The organization’s constitu-
ency can be described as parents, students, and other
community folk. The vast majority of their clients are
Mexican Aiiiericans and the majority of staff reflects the
ethnicity of the organization's clients.
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Ihe organization limits its advocacy involvement to
education, focusing on bi-lingual and bi-cultural education,
and the right of due process for students. A current goal
of the Chicano Education Project is to change the state's
•formula for allocating education funds (school finance re-
form) . The organization has formed coalitions with other
groups to help meet some of their goals, especially those
requiring litigation. For example, the Chicano Education
Project has obtained legal support for their school finance
reform suit from the Lawyer's Committee for Civil Rights
Under Law, and has established a consultant relationship
with Attorney John McDermott who was the lead counsel in
"Serraimv. Priest."
One of the outstanding accomplishments of the Chicano
Education Project and its Administrative Director, Gil
Cisneros, and Field Director, Bill Rosser, was the estab-
lislm^ent of the three statev/ide satellite components.
This investigator traveled more than six hundred miles
with Cisneros and visited the satellite components. Each
site is staffed by individuals who have roots in the com-
munity, has demonstrated a tenaciousness about their advo-
cacy role, and has community trust. Each site comnmnity
training specialist has trained local community folk as
advocates. Cisneros stated that the organization is proud
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track record. Two reasons among many were given by
Cisneros for this feeling of accomplishment; (1) their
established statewide network of satellite organization,
and (2) the bi—lingual/bi—cultural litigation (Employment
Discrimination a. Otero v. Mesa County Valley School Dis-
triact no 51-C.A. no. 74-W-279, March 29, 1974) filed by
the Chicano Education Project, had statewide impact on
local teacher staffing patterns. Specifically, a marked
increase in the number of Chicano teachers and supervi-
sors hired since 1974 has been noted. Cisneros expressed
a desire to replicate the present satellite components in
other parts of the state. This goal is dependent upon
securing additional funding sources.
Technical a ssistance work . The Chicano Education Project
is well led and organized. It has accrued a r^lther impres-
sive track record. In past years, they concentrated their
efforts in the areas of bi-lingual/bi-cultural education
p3:ograms, attempting to increase the quantity of such pro-
grams, increasing the number of minority teachers hired
in various communities, and improving access to the educa-
tional decision making process for local citizens. The
majority of their efforts have been in class action prob-
lems. The July 1979 report pointed out that because of
the Chicano Education Project's involvement in these areas.
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there has been an increase in bi-lingual and bi-cultural
programs of more than 800 percent. Most of these programs
have been realized because of the greatly increased par-
ental participation in the schools. Also, such participa-
tion on the part of parents has resulted in additional
Spanish-speaking teachers, teacher aides and administra-
tors being hired. Small community organizations that are
parental oriented appear to be their major clients. The
specific scope of activities of the Chicano Education Pro-
ject includes school finance reform; the implementation
and monitoring of Title I programs; affirmative action
throughout public elementary and secondary schools, and
institutions of higher education; Title IX; the expansion
of community leadership training in response to requests
from other areas of Colorado and Arizona; student rights;
and finally, increasing local and national coverage of
Mexican T^nerican education. Again, the majority of their
clients are the majority of the area, the Mexican Timericans.
Overall patterns in the implementation of strategies for
success . The strategies used by the Chicano Education Pro-
ject to reach their goals are;
(1) Education and public information is one of ’the
Chicano Education Project’s primary strategies.
The organization makes certain that all is done
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to keep their clients informed. Public
awareness is# Cisneros believes, a requisite
condition for significant change. The organiza-
tion works extensively to increase public ex-
posure to educational issues and laws. This is
done through the generation of stories in state-
wide and local newspapers, radio and television
programs. They have helped to prepare tele-
vision programs for prime time distribution.
Staff members often make presentations to the
media, district and state governmental leaders,
school teachers and administrators as well as
comjimnity groups throughout Colorado. The staff
organizes statev/ide seminars to inform people of
their rights and responsibiliti.es under new laws.
One example was the statewide Bi-lingual/Bi-cul-
tural Seminar to inform citizens of their rights
and responsibilities under the new Colorado
Bi-lingual/Bi-cultural Education Act. Partici-
pants of the Seminar then provided local leader-
ship in organizing follow-up workshops in nine
communities. Additional workshops were then
sponsored by the Project on an as needed basis
across the state. The Chicano Education Project
publishes a quarterly educational newsletter
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which is bi-lingual. This newsletter is
distributed to approximately 20,000 people,
locally and nationally. The primary goal of such
a massive public information effort is to create
bridges of understanding and communication
among various community segments.
(2) Leadership development and community training is
one of the most effective strategies utilized
by the Chicano Education Project. Cisneros and
co-Director, Rosser, believe community training
is most effective when done by a leadership de-
velopment expert who is able to maintain daily
contacts v/ith local residents. Training of lo-
cal community leaders/gioups is tailored to meet
their needs, concerns, and particular abilities.
Staff members usually help the local group iden-
tify and clarify educational problems, and formu-
late steps towards solving them. People/groups
are encouraged to apply ideas learned and/or
stimulated by group training. The Project's use
of this strategy has led to the existance of a
well developed netv/ork of self-sustained groups
of concerned parents across the state. These
groups are playing an effective and meaningful
I
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role in the governance of their schools. They
are making educational programs more effective
for their children attending public schools.
Cisneros believes that the leadership development
training strategy is successful because of what
they call the strategy of action law. It is
through their strategy of action lav/ that com-
munity people are helped to use knov/ledge about
educational law as a catalyst for action. Cis-
neros further believes that reform is usually
brought about by providing people who wish to
effect decision making with information about
the law, violations observed, and v/hat are some
possible remedies. Action law provicas excellent
support to the efforts of a community group be-
cause there is always the possibility of court
involvement. This approach is used to provide
an opportunity for citizens, school boards, and
administrations as well as the State Board of
Education, to join together for educational re-
form, and to avoid the staggering cost in money,
time, and antagonism usually involved in liti-
gation .
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(3) Litigation, and specifically what the Chicano
Education Project refers to as direct litigation,
is an on-going and important strategy. Though
they view litigation as part of an over-all
strategy rather than an isolated activity, it was
noted that in the four years the Chicano Educa-
tion Project has been involved in the struggles
to improve educational conditions in Colorado,
litigation has been used but twice. Litigation
was used because the organization believed it
might have a positive effect on other districts
and it would hasten Chicano people's progress
toward educational change. The Project has re-
ceived state and national requests for legal con-
sultation and litigation assistance. Though the
1978 projected legal defense budget of approxi-
mately $100,000 represents more than a 100 per-
cent increase over their 1977 legal defense bud-
get of about $42,000 outside requests for assis-
tance place a tremendous burden on their limited
resources. The Project's track record in the
area of litigation is encouraging. It has been
and is, they believe, a viable and successful
strategy. Their attorney was the lead counsel
136
with CRLS and MALDEF providing invaluable
supportive services, in "Otero v. Mesa County
Valley School District no. 51-C.A. no. 74-W-279,
March 29, 1974; and Pena, Cisneros, Rosser v.
Colorado Department of Education; State Board
of Education; Commiissioner of Education. Liti-
gation, as noted by the directors of the Project,
is expensive and often time prohibitive.
(4) Research and monitoring is another strategy used.
This technique has been used to help some coimnun-
ities monitor the Colorado Bi-lingual and Bi-
cultural Education Act. A staff attorney is made
available to the groups for consultative purposes.
Written records are kept and written suggestions
submitted v;hen program implementation has been
found at variance with legal requirements. A
recent study conducted by the Chicano Education
Project concluded that the Colorado Bi-lingual
and Bi-cultural Education Act had fostered im-
proved quality and quantity of parent involvement
in the schools. The research and monitoring
strategy had been instrumental in improving the
quality of Chicano parental involvement and
participation in local school governance.
I
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(5) Forming linkages with other local organizations
working on similar problems is important.
Alv/ays contact such groups.
The author was provided with the opportunity to
•visit with and interview some of the field workers and
parent/groups in Denver, La Junta, as well as other pro-
ject sites. The co-directors and those interviewed fie]d
workers, like Moses Martinez, offered the following advice
to those wishing to start an advocacy organization similar
to the Chicano Education Project:
(1) In dealing with school officials, do not com-
promise, strategize.
(2) Continuously educate the public: (a) use fly-
ers, hand them out door to door if necessary,
(b) use/produce, distribute nev/sletters , in-
formation booklets, (c) make use of media, radio,
television, newspapers.
(3) Visit other programs/groups, learn as much as
possible from them. Take parents on such trips.
(4) Cultivate and use political clout. This can be
done, in part, by initiating voter registration
drives
.
(5) Establish trust in a community: (a) key in on
Be cognizant of those names that oftenfolks.
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crop up, (b) learn to know the local power
brokers, including local politicians, (c) Be
patient, it is important because it takes time
to learn who the local power brokers are, and
(d) trust must be worked for, so always be hon-
est. Give the pros and cons of an issue.
(6) Totally commit self. Advocacy is not a part-
time activity. It takes much time.
(7) In hiring and/or training field workers, they:
(a) should be local community people, (b) should
have roots in the community and many local con-
tacts, (c) should be respected by others of the
group or community, and (d) should be a natural
leader. Locally trained people make a lasting
impact.
(8) Do not attempt to do too much. Let people know
what your limits are; what you can do. Refer
others you cannot help to organizations that can.
(9) Support those organizations, groups, or indivi-
duals you have trained and/or are working with.
Help them to become self-sustaining and not
dependent
.
(10)
Always save/have time for the groups you are
^
V.
supporting.
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(11) Forin linkcigGs with other groups to augment your
resources and overall effectiveness. The Chi-
cano Education Project was indirectly funded by
the Ford Foundation one year through such a link-
age. Much of their legal requirements are met
through linking.
(12) Do not isolate yourself. Be available to other
groups but be mindful of their territorial
rights
.
(13) Hire a leader who is not fearful of making de-
cisions by consensus. One who will take time
and plan strategies, one who v/ill involve his/
her people resources; v/ho will try to make the
staff feel they are important, contributing to
the efforts of the organization; and one who
will communicate with staff constantly, keeping
one another informed,
(14) When holding meetings with parents and community
groups: (a) know your facts, do research,
(b) present both sides of an issue; (c) carefully
plan the meeting, brief one another before and
debrief right after a meeting when possible.
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Some issues for future consideration and sample materials
and products produced . The Chicane Education Project be-
lieves it has enabled Colorado communities to effect signi-
ficant progress toward the goal of upholding the law by
equalizing educational opportunities. One major concern
for the immediate future is .funding. Additional founda-
tion assistance is needed in order to continue and expand
Chicane Education Project activities in Colorado, and meet
the following future goals;
(1) To maintain the Chicane Education Project's
activities in the areas of: education, public
information, leadership development, community
training, litigation, and research and monitoring.
(2) The expansion of the legal component. The two
attorneys of the Chicane Education Project (one
of whom is on a one-year grant) cannot, according
to Cisneros, adequately address the many state
and national requests received for public educa-
tion about the lav;, and for consultation about
action law litigation.
(3) Expansion to a second state. The Chicano Educa-
tion Project wants to expand into other south-
western states, notably Arizona, as groups in
Colorado become increasingly able to function
L.
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independently. Groups in Arizona have already
requested assistance from the Chicano Education
Project.
In summary, the Chicano Education Project was one of
the most effective and dedicated advocacy groups visited
by the author. They have carefully planned the implemen-
tation of their strategies. The result has been a very
effective advocacy group that is meeting the needs of its
clients
.
Massachusetts Advocacy Center
(Boston Mass Advocacy)
Overviev;
. (Visitation date September 22, 1977). Boston
Mass Advocacy is a not-for-profit organization located in
Boston, Massachusetts, at 2 Park Square. This facility is
the organization's main headquarters. Larry Brown and Steve
Bing are the Director and Deputy Director, respectively.
The organization, founded in 1960, by Brown and Hubbie
Green, was called "The Task Force on Children Out of Schoo]
,
Inc." This organization, according to Bing, was community
initiated. In 1973, the Ford Foundation awarded the Task
Force On Children Out of School, Inc. a grant of $120,000.
This grant allowed the advocacy group to expand its goals/
scope of concern statewide. The name of the group was
changed to "The Massachusetts Advocacy Center," commonly
known as Boston Mass Advocacy, Though organized as a
single issue group, Mass Advocacy Center is primarily a
class advocacy organization.
The organization has 25 staff members during the
school year. All permanent staff members are paid and
^'^^l“time. Much of the staff comes from surrounding
colleges (Boston College Law School, University of Massa-
chusetts, and Harvard School of Education) through the
organization's Year for Action Program. A few of the staff
members are provided through a criminal justice grant.
According to Bing, the Board of Directors was a definite
asset to the organization by providing political and fi-
nancial assistance.
Boston Hass Advocacy's mission is to bridge the gap
between v;hat state/federal law requires and what is being
done in local communities. The organization has limited
its activities to matters involving children's services
and rights. In fact, from 65 percent to 75 percent of
their resources are directed towards the education system
on both a case and class level. Their listed priorities
are; (1) the Right to Education (for all children),
(2) Special Education (keep the system from denying young-
sters who are different from adequate educational opportun-
ities)
, (3) child health; physical and mental, (4) protec-
tion of children used as research subjects, and (5) the
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Juvenile Justice system and (6) access to public
information.
Though the organization made every attempt to stay
out of the courts in previous years, litigation is now
being used as a major strategy, Bing attributed this
change in strategy to the attitude/behavior of the Massa-
chusetts state government. The organization has not been
able to get them to do what they should without going to
court. Partially because of this change in strategy, the
organization has linked services with CDF (the Children's
Defense Fund) . CDF has a wealth of legal resources and
varied court experience.
The track record of Boston Mass Advocacy is impres-
sive. They have been directly and indirectly responsible
for many of the important progressive human services legis-
lation passed in Massachusetts: (a) successfully brought
legisation, through another organization, against the
state for the exclusion of pregnant girls from school,
(b) forced the school systems to refine their codes of dis-
cipline; of 1,500 suspensions in Massachusetts, 1,200 were
Black students, (c) successfully got the State Attorney
General to bring suit against the City of Boston for
Failure to initiate the desegregation order, (d) brought
litigation that will allow more school districts to have
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breakfast programs. This list of accomplishments by this
group is extensive and impressive. While the organiza-
tion's activities are primarily class advocacy, they do
take some individual case advocacy problems.
The organization does provide advocacy training
for community groups, locally as well as statewide. The
public is kept informed of issues through the use of the
media, a long used strategy of the organization, and peri-
odic reports. It should be pointed out that the organi-
zation is not dependent upon membership dues. Mass Advo-
cacy is a not-for-profit organization whose major source
of income comes from foundation grants, primarily Ford and
Carnegie. The organization does make some money from the
sale of their books. Making Schools VJork is very popular
and grosses approximately $8,000 a year in sales.
Technical assistance work . The primary goal of the Center
is to address the failure of state and local human service
agencies to perform their mandated responsibilities through
governmental reform, especially as it pertains to children
in the Commonwealth. The Massachusetts Advocacy Center
believes it is different from other organizations in at
least four ways; (1) the Center addresses the administra-
tive and not the legislative process, (2) the Center is
not limited to one area but has the ability to focus on
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the spectrum of human services, (3) the Center staff
reflects a variety of disciplines; such as lawyers, social
scientists, laymen and educators, (4) the Center employs
a range of strategies to secure reforms. Its major con-
stituency are children and parents, statewide.
Overall pattern in the implementation of strategies for
success . The strategies employed by the Massachusetts
Advocacy Center have proven successful and have caused the
Center to be nationally well known. Said strategies have
been developed over the years and are varied. These stra-
tegies responsible for providing effective advocacy and
securing reforms include:
(1) The use of administrative negotiations whenever
possible
.
(2) The use of litigation when necessary. Litiga-
tion has been currently elevated as a key Center
strategy.
(3) Stimulating and supporting citizen advocacy at
the community level.
(4) Providing local and state level advocacy train-
ing for its constituency.
(5) The use of linkage as a means of gaining addi-
tional resources and support for particular
issues. For example, the linkage of the Center
with forty state and local/regional
organizations, including parent organizations,
handicapped citizens, professional organizations
and other citizen groups to form a statewide
monitoring group called the Coalition for Spe-
cial Education, was one such linkage effort.
The Coalition was originally formed to help in-
sure passage of Chapter 766, the Massachusetts
Special Education Act. Now the Committee's
purpose is to promote effective implementation
of this statute and to assist parent, consumer
and local citizen organizations to make certain
its provisions are extended to the children of
the Commonwealth.
(6) Keeping the public and constituency informed.
Making them aware of issues through: (a) the
use of the Center's generated reports and other
written materials; (b) the establishment of
local and state citizen committees and task
forces to investigate, monitor and inform
(provide feedback) ; and (c) the use of the mass
media including newspaper (s) , radio and tele-
vision and the publication of materials.
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(7) The use of research and monitoring. The Center
has been instrumental in monitoring the perfor-
mance of local and state education officials
responsible for implementation of the law. They
have also researched, monitored and assessed
the implementation of supportive laws and worked
to repeal harmful ones.
These strategies have been exceptionally well applied
by the Massachusetts Advocacy Center. Bing offered the
following advice to those desiring to start a similar ad-
vocacy program:
(1) Get a good board of directors. Such a board
can usually help, politically and financially.
It is crucial that the board be very suppor-
tive .
(2) Hire a committed staff.
(3) Set priority areas and stick to them. State
your limit of activity.
(4) Analyze public issues, do not do what other
groups are doing. Be selective.
(5) Do not use cooperation as an advocacy strategy.
Conflict, not cooperation, gets results.
Use litigation as a last resort. It is costly
and a slow process. Try to get them to do
(6)
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what they should by not going to court whenever
possible
,
(7) Do not ignore political power as a strategy.
Use it discreetly.
(8) Link up with others to provide special services
you cannot. For example, the Center links up
with the Children's Defense Fund for legal
services
.
(9) Be financially independent. Hire someone to
raise funds for you. Be as diversified as
possible.
(10) Use the media to e;xpose, inform, and educate.
(11) Inform parents, community and other constitu-
ency through disseminated reports, pamphlets,
and other self-generated materials.
(12) Establish citizen boards of inquiry. It is a
way of allowing meaningful participation.
(13) Hire a capable leader. Leadership and staff do
not necessarily have to come from the community
to be effective. The Center is neither community
based nor community supported. It does enjoy a
good reputation for being a strong advocate for
children and parents.
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Soroo issues for the future and some sample generated
and, TnalzGria Is . The Massachusetts Advocacy Center
has set several important but difficult objectives for
themselves in the near future.
(1) To increase their efforts in the areas of child
health and health education.
(2) To concentrate increased attention on the juvenile
justice system to improve the quality of service
and to close, as Bing put it, the reform schools;
and to do more advocacy training.
Some other important issues for future consideration
included the following:
(1) Diverse funding becomes a necessity if these
goals are to be realized. While the Center pre-
sently enjoys some diverse funding, getting their
funding from governmental grants, private founda-
tion grants, citizen donations, as well as in-
come from self-generated publications, a more
stable source of funding must be found. To this
end, the Center created the position of Director
of Development in 1977.
(2) A general Center goal is to continue to attempt
to close the gap between what the law(s) require
and what is actually being done for children.
The Center has generated excellent reports, some
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of which have been published as booklets.
Jonathan Kozol, commenting on the Center's
financially successful book, The Way We Go to
School
,
stated:
This is an agonizing book and cannot be read without
a sense of shame and horror. The quiet tone and sober
manner of its presentation serve only to point up the
grotesque data it contains. Public schools, in a kind
of negative collusion with the services of social wel-
fare, m.ental health, and city administration, are
holding many thousands of ycung children in a state
of education oblivion. Spanish-speaking youngsters,
retarded children, disturbed children, and pregnant
girls all find themselves thrown together in a kind of
criminal limbo, defined by error and frozen by inepti-
tude. Pregnancy is viewed by school officials as a
form of sickness; mental retardation is treated as a
kind of punishable crime. The callowness, self-contra-
diction, and imaginative inertia of the school offi-
cials who have offered testimony seem to me to con-
stitute a self-indictment of unbelievable dimensions.
The task force has put together a revolutionary docu-
ment. There is a mandate here for those who are not
sleeping
.
Kohl wrote about the same Center booklet: "It is
important that yet another outrage perpetrated on the young
is exposed. This report ought to be read, and its recom-
mendations attended to."
Another of the Center's eight or more published re-
ports is "Chapter 766: The First Year Statewide Rating for
all School Systems for 1974-75 November 1975," co-sponsored
with the Coalition for Special Education and the Committee
for Statewide Monitoring of Chapter 766.
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In summary, the Massachusetts Advocacy Center has
been and is perceived as the model for advocacy programs.
It has a prominent reputation and is viewed by the educa-
tion system as an adversary
. it is viewed as an advocate
by the m.any individuals and groups it serves. The Center
is well staffed, dedicated and variedly skilled. The Cen-
bor is not-for-profit and financially non—dependent upon
dues. The employed strategies have proven very successful
and have resulted in their advocacy program, primarily
class oriented, being respected throughout the nation.
Summary Overview of Secondary Sites
This section provides a summary overview of the four
secondary sites selected for this study: (1) The National
Committee for Citizens in Education, (2) Harlem Parents
Union, (3)
,
AFPAM, and (4) The State Mandated Advisory Com-
mittees of Dade County, Florida. The summary overviews
contain a brief historical sketch, and a listing of pri-
mary advocacy strategies employed by each organization.
National Committee for Citizens in Education^
The National Coixmiittee for Citizens in Education is
located at 410 Wilde Lake Village Green, Columbia, Maryland.
^Carl Marburger, Director (Senior Associate) , Nation-
al Citizens Committee; David Spencer, Field Representative.
Visitation date Spring 1977 at Intermediate School 2-1
New York City.
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This is the organization’s main headquarters. The field
workers' component of the organization has been severely
crippled due to a funding crisis. The staff consists of
five full-time members. Marburger told this investiga-
tor that the organization serves, primarily, as a resource
vehicle for many organizations across the country, i.e.,
workshops may be provided if an organization v;ants to in-
stitute a funded project in various areas, and each spe-
cific locale is carefully screened. The basic criteria
for being selected is that the program must have a good
chance of succeeding. The more than 150 member organiza-
tions of the National Committee for Citizens in Education
assist in the screening by providing necessary information.
The staff of the organization offered a number of
strategies for making advocacy training viable. Spencer
noted that v/hen training local groups, you are really help-
ing them to help themselves. The building of trust and
self confidence is important, "so don't come on like you
are the know-it-all professional who is about to lay some-
thing on the parents." Try to have all factions within
a given area initially involved. This will cause suspicions
to subside. When suggestions come from just one side,
everybody else becomes suspicious, stated Spencer. "If
you were a Republican and you run something on the
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Democrats, it can be good, but they are going to look at
it and say, wait a minute here." Do not allow the profes-
sionals involved (those doing the training and/or others
wanting to contribute and be a part of the advocacy group)
in the advocacy process to take over. Most professionals,
pointed out Spencer, get hung because they want to be in
the driver’s seat. "Instead of half of the driver's seat,
they want the whole seat. Therefore, you get resentment
that should not even be there." Marburger and Spencer
shared some important trust building behavior strategies
to be used by the trainer:
(1) Watch how you dress. Don’t come extremely well
dressed if those you are trying to help are poor.
(2) Watch your word pattern, you must be understood.
(3) Watch your mannerisms; facial expressions and
proper eye contact are important.
(4) Know what kind of advocacy product you/they
want. Usually, the end product must be able to
act independently, decisively, and be prepared
to successfully cope with the fear tactics
employed by school officials.
Spencer explained the importance of role definition
for members of the advocacy team and more importantly
understanding how each role should be employed to comple-
ment others so that some goal can be realized. They must be
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able, believed Spencer, to play different roles:
During the IS 201 era, you didn't see Charley Wilson
(the then IS 201 Unit Administrator) handling those
big meetings of 300 to 400 screaming and hollering
people, that was my move. I had to stand before those
people and deal with that garbage. I knew v;hat the
hell v;as happening and had everybody thinking I was a
freak. I knew what the game was but v/as willing to
play; because I felt like accomplishing something.
When it came to professors and colleges, Charley
moved in, because that was another whole new type of
situation.
The differentiated use of group members is an impor-
tant strategy. Spencer explained;
You can't belong to both parties but your membership
can belong to different parties. I go to Javits;
Javits knov/s darn V'/ell that I don't vote Republican.
But we got some guys in our gfoup who are Republican
and will voice our concern about a certain issue, say
housing I We know that Javits got some feelings about
housing; he don't ask us who we are when we come in to
see him, he talks to the Republican guys. When he
looks at the group, he feels we are all a bunch of
Repub].icans . Our guy gets the payoff in what we, the
people, have to know and Javits has been of service to
a fellow Republican.
Selectively support politicians as a strategy. Have
a special group of the advocacy team form a committee to
monitor the newspapers to note how the votes are/were cast
by certain politicians. Have them cut the articles out, and
make the material available to all members. You can now
be selective in your choice of politicians to support.
Vote for those who vote for/support those bills/issues that
benefit your advocacy work. Further, when acting as an
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advocate, never use promise as a strategy, act from a
base of apparent strength. Lobbying has proven an effec-
tive strategy for the National Committee for Citizens in
Education, Marburger stated their organization has sued
NIE under the Freedom of Information Act to gain needed
information to make their lobbying effort more effective.
Other strategies include choose leaders who are
respected and who are willing to search out those who need
help. Spencer suggested that communities initiate parent
unions as an advocacy strategy. This, he believed, should
be done because the Parent Associations have not been
effective, so there should be a body of parents with the
time "to really show the necessary advocacy to youngsters
and parents. Also to express the needs and aspirations of
those parents." Parent unions, stated Spencer, would put
us ahead of the game. Everybody has a union, the pro-
fessionals in New York City have the United Federation of
Teachers and the Council of Administrators and Supervisors.
Teachers across the country have some kind of union that
acts as an advocate for them. Parents and children should
have no less.
While the Citizen Training Institute field workers
staff has been severely reduced, the "Parents' Network"
newsletter (paper) is yet produced. Membership in the
I
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Parents Network may be purchased for $15 (one year) and
sponsor membership for $25, $50 and $100. Books and other
materials and services may be purchased. The newspaper
published by the organization serves as a communications
network for the more than ].50 member organizations. The or-
ganization is independently funded through grants. Member-
ship dues help to defray the costs of newspaper publishing.
The program/organization publishes excellent resource book-
lets for those wanting to initiate a parent advocacy group
and acts as a national service/resource for its member
organizations. Many of the strategies shared, as well as
others, can be found in the well prepared resource materials
and booklets generated by the organization. Many helpful
hints for the training of advocacy groups are cciitained in
the material. The newsletter, mentioned earlier, is avail-
able through a subscription.
2
Harlem Parents Union
The Harlem Parents Union is located in Community
School District 5, at 514 West 126th Street, New York City.
buther W. Seabrook, Plymouth, Massachusetts, Visita-
tion date August 12, 1977; Babbette Edwards and Hannah Drock-
ington, Harlem Parcnt-.s Union, New York City, Visitation date
August/Sepuember 1977.
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Seabrook was one of the individuals responsible for the
organization's creation during the hectic 1960 's. The
present Director is Ms. Babbette Edwards. Seabrook and
Edwards explained that the organization has a small full-
time staff. They are independently funded through a fed-
eral grant. Community School District 5 is used as its
LEA for federal funding purposes. The organization does
not charge membership dues nor payment for most of their
materials. Strategies employed by Harlem Parents Union
included (1) seminars and training workshops for parent
groups, (2) serving as advocates for parents who are exper-
iencing a school oriented crisis and (3) providing advocacy
training for parent groups, (4) creating and maintaing a
small private school setting. Their teaching staff are
volunteers and their results have been encouraging.
This organization and the people responsible for its
origin and perpetuation are dedicated and skilled advocates
AFRAM ^
AFRAM Associates, Inc., is located at 68-72 East
131st Street, Harlem, New York. This location is the organ
ization's main headquarters. Because of a recent funding
^Preston Wilcox, Chief Convener; Visitation date
July 22, 1977.
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crisis, tho staff has been drastically raduced consisting
of one chief convenor, a secretary and librarian. The
chief convenor, Preston Wilcox, is one of the most res-
pected names in the area of education/parent advocacy.
In previous years, the organization received some of its
funding from federal grants. Although they do not charge
membership dues, they do charge for most of their book-
lets and reproductions. AFRAM is an excellent resource
organization able to provide a variety of services to in-
dividuals as well as groups/organizations. AFRAM stra-
tegies include: (1) advocacy training, (2) direct educa-
tion crisis intervention, (3) the availability of their
locally famous library (AFRAM Reference Library) which con-
tains a wealth of materials about the history of the ed-
ucation advocacy movement in this country, (4) a mail order
telephone subscriber service, and (5) an out-of-the city
training/conference camp at the AFRAM farm located in
Dundee, New York, (6) the organization also provides
technical consultation to advocacy groups.
AFRAM had its beginnings in the Conununity Control
Movement of the 19G0's in New York City. Their primary
goal/philosophy is to aid the transference of the power
structure of education toward the hands of parents and
'i
students
.
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Florida State Mandated Advisory Committees, Miami^
In 1973, the Omnibus Education Bill was passed by
the Florida State Legislature. The Omnibus Education Act
of 1973, Chapter 73-338, Laws of Florida, stated that
’’The School Board shall establish a school advisory com-
mittee or committees." The law further stated that the
"Board shall make an annual evaluation of the effective-
ness of each committee established."
Though these committees are mandated by state law
rather than resulting from forces outside the school es-
tablishment, this investigator felt that the committees
are, potentially, excellent advocacy vehicles for parents/
students and coiamunity folk. Further, it was felt that
the examination of an advocacy group which was initiated
within the educational establishment would provide a point
of contrast to those which developed as a result of ini-
tiatives outside the system. Finally, the objective to
examine advocacy groups with varied organizational struc-
tures could be met by the inclusion of the state mandated
committees
.
^Miami State Mandated Advisory Committee, Visitation
date July 27-29, 1977 ; V^Jinter Garden School Advisory Com-
mittees, Orlando, Visitation date July 29-31, 1977 and
August 17-20, 1977. Herbert Day, Dade County, School Admin-
istrator; Rita Bryant, Parent, Miami Public School; Brenda
Hawkes, Parent, Miami Public School; Susan Crabtree, School
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A 1974-75 report titled, "Report; The Organization
and Operation of General Citizen Advisory Coimnittees in
the Dade County Public Schools,” published by the Office
of School Community Participation Dade County Public
Schools, reported a fifty percent success rate in achie-
ving the goals set for them during their first year of
operation. This investigator, in speaking with several
parents and two school administrators, found that the
report was easily misleading to outsiders. School super-
intendents and local administrators liberally interpreted
the law. The lav; stated that each school district must
have a citizen advisory committee or committees. In many
cases the already established and often time defunct
parent associations were used instead of establishing new
organizations. A memorandum to all principals from the
then Deputy Superintendent of Dade County Schools (now the
Superintendent of Schools)
,
J.L. Jones, explained to prin-
cipals that while it is the option of the principal, at the
school level, to establish citizen advisory committees
Level Vice President of the Winter Garden School Advisory
Comnuttees; and Gail Massey, Parent, Orlando.
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all were being encouraged to give "serious consideration
to the formulation of such committees." Further, that
one of the stated purposes of school level advisory com-
mittees was, at the principal's discretion, to assume
and/or consolidate the functions of existing advisory
committees and school support groups wherever possible
and appropriate. The P.T.A. should maintain its own
autonomy/functions, while represented on the advisory
committee. Finally, the function of the committee is
advisory.
The time the investigator spent in Orange County
was very beneficial. Ke was able to interview the Vice
President of the local Winter Garden S.A.C. and more than
five parents of different ethnic origins. Without excep-
tion, the role of the S.A.C. was perceived as one of ad-
visory to the school, and to act as a public relations
liaison between the principal/school and community. The
investigator perceived their membership on the S.A.C. as
one of prestige. There were no minorities represented on
the S.A.C. 's investigated, even when minorities represented
significant percentages of the pupil population. One
explanation offered by a Dade County S.A.C. member (Miami)
and school level administrator for the low level of
participation of the Cuban community was that the life
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style of the Cuban family v/as patriarchal. The
mothers maintain very low profiles, and the fathers are
usually working during the time most S.A.C.'s are meeting.
The investigator was reminded that in the Title I dis-
tricts of the Dade County school system, this v;as not the
case. Minorities are involved here because the Title
I Parent Advisory Councils are often expanded to include
the mandated S.A.C.'s.
The S.A.C.'s receive no direct funding from the
local school board. All members at local, district (area),
county, and state level serve v/ith no salary. Though
the Rockefeller Foundation made a $405,000 grant available
to the Dade County system of School Advisory Committees the
money was dispersed by the school system. The system re-
ceived a total of $135,000 per year for three years,
beginning July 1, 1974. The Rockefeller Foundation granted
an additional $15,000 for an initial conference for the
1974-75 funding period, for the training of lay citizens
\
and staff members of the various Advisory Committees.
The investigator felt that the Florida mandated
Citizen Advisory Committees should be monitored more
closely in the future months to come. Such groups could
be another viable educational advocacy model of parent,
pupil and community participation.
\
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The follov;ing publications are suggested for those
wanting additional information about the Florida Mandated
Citizen Advisory Councils:
(1) Report: The Organization and Operation of
General Citizen Advisory Committees in the Dade
County Public Schools, 1974-75
. Available
from the Office of School-Community Participation
Dade County Public Schools.
(2) Summary of the "Status Report" on the Implemen-
tation of General Citizen Advisory Comiriittees
,
1975-76 .
(3) A 1976 Memorandum (from the District's then Deputy
Superintendent but now (summer 1974) Superinten-
dent, to all principals Re: "the Citizen Advisory
Committee Organization for 1976-77."
(4) Introduction and Table of Contents of the Dade
County Board of Education's adopted guidelines:
"Organization and Procedures for General Citizens
Advisory Cominittees for 1976-77."
(5) Page 1 (subject of the memorandum report and
RecomiTiendations
,
Functions, and Organization of
the Advisory Committees from the "1975 Northwest
Area Comprehensive Planning Advisory Committee
Report." ACPAC materials are available through
the Dade County Public School System, Miami.
Summary
It hcis been made clear by the available literature
cited in Chapter II that control of this country's educa-
tional system is extensively fragmented. That is, we have
a mixture of autonomous private control, state control,
and some federal control, through its various routes of
departmental as well as bureaucratic funding. Changes in
such a system that will provide for parental and community
participation in school governance will, not occur v^ithout
the in-put of educational parental advocacy participation
groups. These groups have the potential for making the
difference, no matter the type of educational system.
The individual case studies described in this Chapter
will be of value to those individuals or groups contempla-
ting educational parental participation advocacy work or
other types of change efforts. This data will serve as
a resource for those studying such efforts for it provides
basic information requisite for understanding educational
consumer advocacy work.
CHAPTER V
AN ANALYSIS OF THE DATA
The purpose of this study is to determine the
parameters of effective educational consumer advocacy
participation. This participation takes the form of varied
types of educational consumer advocacy programs through-
out the United States but very little is known about them
or their effectiveness. This study investigates through
case studies eight such organizations which perceive them-
selves as being successful. Common successful techniques
and strategies will be identified and examined.
This data will be analyzed in two parts and will
ansv.'cr the following questions raised in Chapter I:
(1) VJhat is the nature of the process through which ad-
vocacy groups facilitate increased parental participation
in the school process? (2) What are the identifiable
e].ements of the advocacy process in facilitating effec-
tive participation? (3) Hov; were the examined programs
perceived by those they purported to serve? (4) What
elements are perceived as requisite for a model program
of educational advocacy participation?
165
166
The first section of this Chapter will respond to
the questions focusing on the nature and elements of
^f^^ctive educational consumer advocacy based on the res-
ponses received from the initial questionnaires and
follow—up visitations. Part Two will focus on a cross-
site comparative analysis of the data collected from the
primary and secqndary sites. Particular attention will
be paid to group similarities and differences, and those
strategies and techniques perceived by the groups to make
a difference. The analysis v;ill briefly examine the his-
tory of each group, their stated philosophy, goals and
objectives, their technical assistance work, their overall
pjatterns in the implementation of strategies for success
as well as an analysis of generated materials and pro-
ducts. Another section will also include their recoinn\en-
dations regarding guidelines for the development of an
educational consumer advocacy organization.
The Nature and Elem.ents of Effective Educational
Consumer Advocacy
This section of the study focuses on the nature
and elements of effective educational advocacy organiza-
tions, using data generated by the participants in the
cases described in Chapter IV. This examination of the
nature of effective educational consumer advocacy includes
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an examination of those factors which characterize and
shape the educational consumer advocacy organization.
Specifically
,
it includes an examination of those charac-
teristics which effect the degree to which a given educa-
tional advocacy organization successfully increases the
amount and quality of consumer control and participation
in decision making in the schooling process.
The elements of effective educational advocacy in-
clude those factors v;hich appear to directly impact on
the success of the advocacy organization in achieving its
stated goals. Each of the advocacy organizations included
in this study had developed a compendium of strategies
which they employed to achieve their goals. Many of the
strategies developed v/ere common to each of the primary
groups included in this study. The elements identified
are those which appear to have a direct bearing on whether
the strategies employed by a given organization, singly
or in total, vrere successful.
There v/ere a number of characteristics which emerged
during this analysis which appear to influence the nature
of effective educational consumer advocacy. One signifi-
cant characteristic was the historical emergence of the
advocacy organizations included in this study. The
effectiveness of the organization was influenced by its
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historical emergence which again influenced how parents,
students and community participated. The objectives,
goals and philosophies of each of the study groups could
usually be attributed to circumstances that led to their
founding. Each of the primary groups of the study gained
their genesis from a reaction to a particular situation.
This beginning, from which the first leader emerged,
usually dictated the initial focus of the group as well.
Though other issues usually became the catalyst for the
group's sustained growth and development, the response
provided to the initial crisis often shaped the percep-
tions of the "client group" and helped insure their con-
tinued interaction with the organization.
Ethnicity was another significant characteristic
influencing the overall effecriveness of the advocacy
group as well as the nature of parental involvement.
Specifically, the ethnicity of the staff of the organiza-
tion and its correlation with the ethnicity of the client
community was influential in some instances, but appeared
to be less important in others.
The Chicago Education Project of the American
Friends Service lias a staff that, proportionately, reflect
the ethnicity of those it purports to serve, the majority
of whom are minorities. For example, Gottsegen, the
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Project's director, is a non-minority as well as the
on-site legal staff person. The majority of field workers
and office staff were minorities. All staff lived in
the city of Chicago, were full-time and paid. The Chicago
Education Project was, at the time of the author's visit,
predominately an individual case advocacy oriented organ-
ization. Some additional class advocacy work/action was
being actively initiated and more anticipated.
The Chicano Education Project was similar to the
Chicago Education Project. Its staff was multi-ethnic,
full-time and paid. The director was Chicano and the
assistant director non-minority. All of the field workers
ethnically reflected their clients. The Chicano Education
Project's staff, including the field workers, lived in
the communities where the Project was operating. While
their advocacy work is both class and individual case, its
major thrust is now class advocacy oriented .
The Children's Defense Fund of Jackson, Mississippi,
had a white director and a Black field worker. The only
other staff reside within Jackson, are full-time and
compensated. Their work, like the Chicano Education
Project's, is more class advocacy oriented, though some
individual case advocacy work is taken.
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The Mass Advocacy of Boston, Massachusetts, boasted
the largest staff of any of the advocacy organizations
visited by the author. Its director and assistant director
were non-minorities. Mass Advocacy's permanent staff is
multi-ethnic, full-time and paid. The organization's
clientele is broad-based because of its almost exclusive
class advocacy thrust. Mass Advocacy does, like the other
primary groups visited, handle some individual case ad-
vocacy work. As indicated earlier, the difference in some
instances between the ethnicity of the staff hierarchy
and the clients served did not appear to m.ake a discern-
able difference. Neither did such differences, apparently,
adversely influence the effectiveness of the organizations
nor the functioning of the directors. The ethnicity of
the organizations' leaders, that were predominately class
advocacy oriented, appeared to be of less importance than
the success of the organizations' actions taken on behalf
of their clients. That is, if the advocacy .organization
gets the task done, serves as a needed and wanted resource
for its clients, and is successful at what it does,
ethnicity of the leadership appears tc be of little im-
portance. This is especially true of those groups already
established whose thrust was previously case advocacy but
is now class advocacy. All of the major sites visited by
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the author fit this description.
Staff ethnicity balance would be an important success
factor for those groups that are new and need to esta-
blish trust and operate in well defined areas of a speci-
fic ethnicity. AFRAM and the Harlem Parents Union of
New York City are examples of organizations whose success
would more probably be influenced by the ethnicity of
permanent staff. AFRAM, as well as the Harlem Parents
Union, are located and operate within a small, well de-
fined geographical perimeter and immediately serve a com-
munity of one predominant ethnic group. Given the dis-
trust of the white majority and the school system by such
groups, trust building through ethnic identification w-ould
probably make a difference in the success of such advo-
cacy groups.
The author found that the mandated Florida local
school parent groups' compositions did not always reflect
the majority ethnicity found in a particular school
,
students and parents inclusive. The cultural background
of a participant, time to serve, and prestige were more
often deteirmining factors. It is too early in the life
of these groups to predict, with any degree of certainty,
their success. The National Citizens Conunittee is a
service organization with a multi-ethnically mixed group
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of field workers, Marburger and Spencer made clear
they tailored their assistance to meet the needs of their
clients and chose those groups for which there was much
potential for success. This group, in the main, handles
class advocacy work and provides advocacy training for
local groups. Effectiveness of this group is not neces-
sarily influenced by its closeness to their clients.
AFRAM and the Harlem Parents Union, at this writing,
are strictly case advocacy oriented and maintain their
effectiveness by remaining very close to those they serve.
Analysis of the data presented in the questionnaires
and gathered through the interviews revealed several ele-
ments which appeared to have some bearing on the success
of the advocacy group. Each of the primary and secondary
sites visited by the author had directors and staffs that
were well educated. Each of the program directors were
college graduates. In contrast, the field workers, those
working very closely to the clients, were able, competent
and effective but not always college graduates. This was
true for all programs, including the Florida mandated
local school parent groups. The level of education of
the leadership varied, most having advanced degrees.
The author believes the case studies demonstrate that a
college educated leader and/or staff is not necessarily
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a prerequisite for success; hardwork
,
having the time
to serve, being totally dedicated and committed to the
advocacy task are. Each of the organizations, except
Boston Mass Advocacy, has staffs that live within the
physical perimeters their organization operates. Boston
Mass Advocacy because of their broad class advocacy
approach and successful track record is an exception.
Again, it would appear that for those groups that are well
established and enjoy an excellent success track record,
where the staff lives does not significantly impact upon
the effectiveness of the group. This factor would be
more significant for those groups attempting to establish
trust and a successful track record.
A perusal of the questionnaire shows many similar-
ities in the infrastructure of the organizations and their
directors. The directors were not elected or selected
on an annual basis, so job security was built-in. This
kind of arrangement allov;ed the directors to freely op-
erate without fear of making errors or being terminated,
a necessary state in advocacy work. Further, the arrange-
ment encouraged the directors to take risks on behalf of
those the organization purported to serve. While their
style of operating varied, as did individual skills, som.e
appeared to be clearly more formal than others. For
174
example, Boston Mass Advocacy appeared to have a more
structured and formal intra-staff organizational relation-
ship, while oh the other hand, the Children's Defense
Fund had very informal intra-organizational staff rela-
tionships. The Children's Defense Fund's on-site staff
was, by comparison, miniscule to Mass Advocacy's. Size,
as well as organizational needs, might have helped deter-
mine the director's style of operating and the formality
of the intra-organizational staff relationships. In each
of the two instances just cited the programs were per-
ceived by the participants as being successful.
It might be pointed out too, that age of the staffs
as well as directors of these advocacy organizations, did
not appear to make a discernable difference. The advo-
cacy staff members met by the author and/or interviewed
ranged in age from tv/enty-five to forty- five. The average
age of the field workers for the Children's Defense Fund,
tiie Chicano Education Project, the Chicago Education Pro-
ject and Boston Mass Advocacy was approximately thirty
years old. The average age of the directors was slightly
higher. Three of the directors, whose organizations were/
are successful, were in their forties. While the age of
the staff members did not adversely affect the effective-
ness of the organizations, the mix of youth and maturity
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found in all of the groups might be another important
requisite for success.
Each of the advocacy programs visited had boards of
directors. All directors felt comfortable Vv^ith their
respective boards. That is, each believed their boards
were beneficial and actively providing needed resources,
especially political and/or monetary. Each of the groups
felt the need to do more, to expand their services and
the impact of those services upon the school system.
The organizations visited had constituencies that
v;ere primarily minority and poor. This group was more
often victimized by the local school boards. It was in-
teresting to note that most of the sites visited, primary
as well as secondary, were viewed by the local educational
system as an adversary. There was one exception, the
Florida mandated local parent school advisory groups.
These groups were not viewed by the local school system
as adversaries, nor did they assume an adversarial posture.
These groups enjoy a rather innocuous position. The
Florida groups visited were used and viewed as public
relation arms of the local school they represented. They
were usually used to sanction and support the school's
agenda
.
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The constituencies for each of the primary groups
of the study as well as community groups had easy access
to the advocacy organizations. The organizations behaved
as true advocates for students. Student advocacy was,
without a doubt, one of high priority. Assistance would
often be provided to youngsters through their parents.
Also, the rights of the youngsters v;ere protected even
when parents were not the initiators of or in congruence
with a specific action.
These primary sites studied had taken significant
actions on the part of their clients. For example, the
Chicano Education Project filed bi-lingual/bi-cultural
litigation in federal court resulting in a statev;ide
change of staffing patterns. More minority (Chicano) tea-
chers and supervisors have been hired as a result of their
action. Moreover, they believed their action improved
the quality of bi-lingual/bi-cultural instruction. This
organization h£is also established a statewide network of
advocacy satellites to train and assist parents and stu-
dents as well as community groups in education advocacy.
The Mass Advocacy Organization of Boston, Massachusetts,
has filed and won several major court actions. Each
action has improved the quality of education for the
youngsters of that state. Mass Advocacy successfully
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exerted pressure against the state to halt the exclusion
of pregnant girls from school. Some of their other court
actions have resulted in refining of the Boston School
System’s discipline code, in forcing the city to initiate
the already won desegregation order, and in allowing more
school districts to have breakfast programs.
The Children's Defense Fund of Jackson, Mississippi,
and the Chicago Education Project took on their respec-
tive city school systems on behalf of their constituency.
Their actions have resulted in standardized discipline
policies. Children's Defense Fund staff have brought
court action to guarantee the right of education for
handicapped children. Other class action suits by the
Chicago Education Project are pending.
The combination, in the present proportion, of class
and individual case advocacy work, has apparently served
the constituencies of these primary sites well. The
clients that the author had the opportunity to interview
during the on-site visitations were satisfied and pleased
with the advocacy organization providing the assistance.
The advocacy groups make many efforts to establish and
maintain excellent rapport with their clients. The
director of the Chicago Education Project was observed
hosting several young clients, helping them to develop
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strategies for gaining viable in-put into the suspension
process through a student court. The staff of the
Children's Defense Fund not only assist some of their
clients with basic advocacy problems, but also help them
to prepare proposals for grants and actively participate
in community action projects. The director of the Chicano
Education Project travels hundreds of miles to offer en-
couragement, assistance, and attend various satellite
functions. Such personal services help to keep the clients
invoD.ved and serve to perpetuate the name and effective-
ness of the organization. The fact that all of the groups
visited, printary and secondary, have survived is a good
indicator of their success and constituency contentment.
Each of the primary sites consented to have their organi-
zation listed as a parent resource organization to be
consulted by individuals and/or groups interested in the
field of education advocacy. Each of the primary sites
visited during their initial stages of development
attempted to work through the local schools. Parent
Teachers' Association, School Boards and other established
social and/or educational agencies before exercising the
option of formulating their own advocacy group. All of
the primary as well as secondary sites visited by the
author had and have literature and other materials which
are used to publicize the work of the organization, and
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are available to those interested in the study and/or
establishment of an educational consumer advocacy or-
ganization.
A Comparative Analysis of the Primary and
Secondary Sites
The cross-site comparative analysis of the primary
advocacy croups investigated yielded extremely useful
similarities and differences. This analysis will describe
some key similarities observed by the author in comparing
the advocacy groups and their efforts to assist their
constituency . In addition, this analysis will compare
those efforts associated with effective advocacy training.
The initiation or founding of the organization is
one of those identifiable effective elements of partici-
pation and advocacy functioning. The objectives, goals,
and philosophies of adv^ocacy groups can usually be attri-
buted to circumstances that led to their founding, while
tlie founding process shapes the advocacy thrust; how the
group functions after their formative process determines
their survival and effectiveness. In almost every in-
stance, the formative process was similar. While for
most groups, a crisis-like situation provided the initial
impetus, the crisis did not sustain the group's develop-
ment. Other serious concerns, and not the immediate
i
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crisis situation, became the real catalytic issues. For
example, school governance, including community control,
special education, due process, student and parent rights,
public access to information, improved and eguitable
health care, the right of an education for handicapped
children represent such issues. These issues became the
basis for a pattern of subsequent parent advoacy group
development that made certain lines of activity self-
evident. The natural progression shown by the case
studies of the advocacy groups included in the study was
from individual case to a major emphasis on class advo-
cacy work.
Following the formative process
,
the groups organi-
zed and concretized their focus. The Children's Defense
Fund's primary goal and philosophy are now to provide for
its clients of parents, students and community a vehicle
through which children can get the advocacy they need to
challenge and change policies, practices, and institutions
which harm them. The Chicano Education Project's primary
goal is to help people realize their rights to equal
educational opportunities; while the Chicago Education
Project's is to erapov/er parents so that they can effective-
ly cope with a system that has been unwilling or unable
heretofore to be responsive to their concerns. The Mass
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Advocacy's Center's primary task is to address governmental
reform, especially as it pertains to children in the
Commonwealth. Moreover, these primary groups focused on
the following interdependent activities: establishing
and maintaining effective management procedures, obtaining
and maintaining funds and developing and implementing
assistance strategies.
Each of the effective groups, as previously noted,
have advisory boards or boards of directors. The boards
vary in their relationships but all were reported suppor-
tive and fulfilled other useful needs, such as fund rais-
ing and garnering and nurturing political support. The
directors not only provided leadership but apparently had
the ability to adjust to managerial problems. Their
staffs were in concert with the basic philosophical assuiap-
tions of the group and were willing to accept direction
and training as needed. The directors believed it neces-
sary that staff members be capable of contributing to the
total team effort.
None of the primary groups were dependent upon con-
stituency dues for continued operation. None were funded
by unions, school district governing boards, and/or
political clubs. All were independently funded through
private grants. Some had developed ways of augmenting
182
and generating funds through the sale of self-produced
materials and publications. The Mass Advocacy Center,
the Chicano Education Project, the Chicago Education
Project, as well as the Children’s Defense Fund had
such materials and/or publications. Most of the secondary
sites visited also generated such materials and publica-
tions. These are not major sources of income and would
not come close to making the groups financially self-
sustaining .
Obtaining and maintaining funding is crucial be-
cause, to a major extent, it determines the success or
failure of strategy implementation. Funding is histor-
ically and characteristically uncertain in the advocacy
business. Successful advocacy groups, like those included
in this study, spend much time and energy searching for
adequate funding. Each of the groups visited, primary
as well, as secondary, viewed fund raising as a necessary
on-going activity. While their methods may vary, all
seem to augment their fund raising efforts by building
a resource network that can be used to provide information
about funding sources. They have all legitimized them-
selves and nurtured political support, directly or in-
directly through their boards of directors. These ad-
vocacy organizations have further developed a communica-
tions network with other advocacy groups from which
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information, advice, and criticism of advocacy work are
shared. All of these groups have, of course, weathered
immediate funding problems, but continuous long range
funding is needed. It takes several years to develop a
successful strategy. A strategy must be tried and tested
^ substantial period of time from three to five years
or longer before becoming an effective advocacy tool.
Securing sustained funding for the periods of time needed
to prove a strategy has proven difficult. Funding, then,
is crucial to both the development and overall imolemen-
tation of such strategies.
Shared Overall Patterns in the Implementation
of Strategies for Success
Each of the organizations visited are effective at
developing and implementing strategies. The strategies
developed and implemented by the advocacy groups were
similar but varied in their pattern of implementation.
The varied patterns of strategy implementation greatly
contributed to the perceived success of the groups. The
shared overall patterns in the implementation of strate-
gies for success and the important suggested strategies
and techniques offered by the study advocacy groups
represents those elements perceived as being requisite
for a model parent participation education advocacy
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program.
The major strategies used by the Chicago Education
Project were: (1) set up advocacy centers throughout the
city of Chicago; (2) train local advocates to run their
own community/local advocacy centers; (3) act as a back-up
resource to newly formed advocacy centers; (4) hold meet-
ings and training sessions in the local communities (al-
ways use local people) ; (5) form an advocacy network of
organizations, or centers, so that information and research
can be easily shared; (6) get other advocacy organizations
to communicate with one another, to form linkages and
plan together in order to increase their effectiveness;
(7) use litigation with discretion because of the gross
expense and time; (8) bring issues before the public eye
through the media; (9) place informative flyers in local
areas commonly frequented by the constituency, like laundro-
mats; and (10) use mailed self-generated periodic reports
to keep the constituency informed of the organization's
work. This also lets the constituency know the group
wants to be and is accountable to them.
The Chicano Education Project's major strategies
were: (1) keep the clients informed by using the media,
mail, addressing local community groups and organizing
statev.’ide seminars and workshops—these efforts create
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bridges of cominunication and understanding among various
community segments; (2) develop leadership and community
training, with training tailored to meet local needs
—
importantly such leadership development and community
training produces a network of advocacy centers; (3) use
litigation when it will have a positive effect; (4) use
research and monitoring as a technique to help conimunities
monitor already wen court and legislative actions; and,
(5) form linkages with groups that can augment your ad-
vocacy work. Also, alv;ays contact groups working on
similar problems.
The Children's Defense Fund offered these strate-
gies; (1) work closely with policy makers to help them
design and enforce programs to help children; (2) monitor
federal laws and agencies responsible for implementing
and enforcing relevant laws--let such agencies knov7 how
their programs could more effectively reach people;
(3) use researchers and writers to investigate federal,
state and local programs affecting children, and expose
them through publicizing their findings; (4) inform con-
stituency and local conmiunity through the use of media,
self-generated materials, public appearances, and by
hosting community meetings; (5) use litigation--a major
strategy of the Fund; (6) establish resource linkages
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with other groups; (7) provide local advocacy training
and back-up resources; and, (8) have independent funding.
The successful strategies employed by the Massachu-
setts Advocacy Center included: (1) use litigation when
necessary; (2) use administrative negotiated remedies
whenever possible; (3) be a resource to other advocacy
programs by stimulating and supporting local citizen ad-
vocacy; (4) provide local and state level advocacy train-
ing for its constituency, (5) make use of resource link-
age; (6) keep the public and constituency informed by the
use of the media. Center generated and published reports
and matericils, establishing local and state citizen com-
mittees and task forces to investigate and monitor; and,
(7) use of research and monitoring as a performance
accountability tool for local and state education offi-
cials responsible for implementing the law. This stra-
tegy is further used to research, monitor and assess the
implementation of supportive laws and to repeal harmful
ones. It is interesting to note that the oldest of the
advocacy groups investigated. Mass Advocacy, prim.arily
used only seven well tried and tested strategies.
In sun\m.ary, the successful comm.on strategies, those
used by two or more of the groups investigated v;ere:
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(1) Use litigation.
(2) Provide advocacy training for local constituency
and community.
(3) Establish a network of trained advocacy centers,
and act as a back-up resource for such groups.
(4) Hold training sessions in the local community
and use local people.
(5) Form linkages, for resources as v;ell as communi-
cation.
(6) Keep constituency informed by using:
(a) the mass media
(b) self-generated publications, periodic re-
ports, materials, public appearances, com-
munity meetings
(c) use mailing lists if affordable
(7) Use research and monitoring.
(8) Be independently funded.
Mass Advocacy made a point of noting that it sought
administrative negotiations before taking other steps.
The interview revealed that this practice is standard
operation procedure for all the primary groups. It is
an important step because of its impact upon any con-
sidered legal action. Courts would usually ask if all
administrative negotiations or remedies have been
exhausted before acting.
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Recommendations
. Shared by the Study Advocacy
Groups
The strategies just examined and compared were
perceived as successful by the groups visited by the
author. More important, perhaps, are the follov;ing shared
strategies and techniques culled from the strategies by
the groups and offered as advice for those contemplating
and/or initiating an advocacy group. These advice offer-
ings, if tended, will increase a fledgling organization’s
potential for survival and success. The advice offered by
the primary sites investigated represents additional ele-
ments requisite for a successful advocacy program.
The Chicago Education Project shared the following
advice
:
(1) Hire staff from the community.
(2) Hire field advocates, those coming into direct
contact with students, parents and schools, and
responsible for the local training of advocates,
who heive had some experience with "youth
issues," not necessarily defined as school
issues. They must also be able to identify
enemies among different groups so they can
still operate.
(3) Have good legal back-up.
189
(4) You must have a lot of contacts within the
community before starting.
(5) It would also be helpful to have some contacts
in the local and state systems so that informa-
tion can be easily obtained.
(6) A strong fund raising capability is crucial.
(7) Do not allow small group turnouts for meetings
to discourage you.
(8) Try to work with organizations that include
parents instead of with one parent. This will
allow you to make better use of your staff re-
sources .
(9) Carefully choose your issues and alv/ays be cog-
nizant of another group's territorial rights.
Select issues that V7ill attract the media and
initially, those you have a good chance at
v/inning
.
(10)
Find a way to produce, print, and distribute
inaterials/products . Produce periodic informa-
tive reports, flyers, newsletters, and other
literature. Produce products like student
rights handbooks, or pam.phlets. Parent Rights,
Title I guidelines, school rankings, etc.
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(11) Select a staff that is totally dedicated.
(12) To the extent possible, select a staff which
reflects the ethnicity of those you are serving.
(13) Choose a leader, whether he or she is part-time
or full-time, who will reflect the kind of pro-
gram you want; one who has the skills you need;
and most important, one v;ho will be totally
involved. Supervisory and fund raising are
two important skills to look for.
(14) Structure your organization so that it is not
dependent upon one person for its existence.
The organization must be able to function without
the temporary services of a "leader."
(15) Set limits of your advocacy work. Let everyone
know what you can/will handle.
The Chicano Education Project offered the following
advice to those v;ishing to start a similar advocacy or-
ganization :
(1) Do not compromise, strategize, in dealing with
school officials.
(2) Educate the public, continuously by:
(a) using flyers, handing them out door-to-door
if necessary,
(b) using/producing, distributing newsletters.
i
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information booklets
(c) making use of the media, radio, newspapers,
and television
(3) Visit other programs/groups, learn as much as
possible from them. Take parents on such trips
with you.
(4) Cultivate and use political clout. This can be
done, in part, by initiating voter registration
drives
.
(5) Establish trust in the community:
(a) key in on folks, be cognizant of those
names that often "crop up"
(b) learn to know the local power brokers, in-
cluding local politicans
(c) be patient, it is important because it
takes time to learn who the local power
brokers are
(d) trust must v/ork for you, so always be
honest--give the pros and cons of an issue.
(6) Conrnit yourself totally. Advocacy is not a
part-time activity. It takes much time.
(7) Hire and/or train field workers who:
(a) are local community people
(b) have grass roots in the community and many
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local contacts
(c) are respected by others of the group or
conununity
(d) arc natural leaders
Locally trained people make a lasting impact.
(8) Don't attempt too much. Let people know what
your limits are; what you can do. Refer others
you cannot help to organizations that can.
(9) Support those organization, groups, or indivi-
duals you have trained and/or are working with.
Help them become self-sustaining and independent
(10) Save/have time for the groups you are supporting
(11) Form linkages with other groups to augment your
resources and over-all effectiveness. The
Chicano Education Project was indirectly funded
by the Ford Foundation one year through such a
linkage. Too much of their legal requirements
are met through linking.
(12) Don't isolate yourself. Be available to other
croups but be mindful of their territorial
rights
.
(13) Hire a leader who is not fearful of making
decisions by consensus, who will take time and
plan strategies, who will involve his/her
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people resources; who will try to make the
staff feel they are important, contributing
to the efforts of the organization; and one who
will communicate with staff constantly, keeping
all staff informed.
(14) Hold meetings with parents and community and
(a) knov; your facts, do research
(b) present both sides of an issue
(c) carefully plan the meeting, brief one an-
other before and debrief right after a
meeting when possible.
The Children's Defense Fund offered this advice;
(1) Keep your constituency informed through varied
communicative resources; radio, television,
leaflets and weekly community meetings.
(2) Generate information products.
(3) Plan carefully for meetings. Set limits for
each and insure that communications are clear,
factual and concise. Have written information
available
.
(4) Keep in touch with those you want to help.
Using monthly reports is one strategy.
(5) Train parents in how to combat fear tactics
employed by school officials. Also, provide
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parents with technical expertise about budgets,
curriculum development, student and parent
rights, staff selection/hiring and other im-
portant areas.
(6) Know your local politicans and use them as a
resource
.
(7) Be clear about your territorial rights as well
as that of other local organizations.
(8) Be selective about your issues.
(9) Link up with other organizations to provide
those services you cannot. Try to get as many
resources under one roof as possible.
(10) Survive. The organization must survive and
have time to perform well.
(11) Choose a leader who will totally dedicate his/
her time. Advocacy work is difficult; it re-
requires persistency and dedication.
The Massachusetts Advocacy Center of Boston believed
the following advice important:
(1) Get a good board of directors. Such a board
can usually help, politically and financially.
It is crucial that the board be very supportive.
(2) Hire a committed staff.
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(3) Set priority areas and stick to them. State
your limit of activity.
(4) Analyze public issues, do not do what other
groups are doing. Be selective.
(5) Don't use cooperation as an advocacy strategy.
Conflict not collaboration gets results.
(6) Use litigation as a last resort. It is costly
and a slow process. Try to get them to do
what they should by not going to court whenever
possible.
(7) Don't ignore political power as a strategy.
Use it discreetly.
(8) Link up with others to provide special services
you cannot. P'or example, the Center links up
with the Children's Defense Fund for legal ser-
vices .
(9) Be financially independent. Hire someone to
raise funds for you. Be as diversified as
possible
.
(10)
Inform parents, community and other constituency
through disseminated reports, pamphlets and
other self generated materials.
Establish citizen boards of inquiry. It is a
way of allowing meaningful participation.
(11)
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(12) Hire a capable leader. Leadership and staff do
not necessarily have to come from the community
to be effective. The Center is neither com-
munity based nor community supported. It does
enjoy a good reputation for being a strong ad-
vocate for children and parents.
In summary, the cross-site analysis of the offered
advice resulted in the following similar strategies and
techniques
;
(1) Choose a leader who is in concert with the goals
and philosophy of the groups, one who is dedi-
cated, capable, has the time to serve and pos-
sesses these perceived needed skills.
(2) Hire dedicated staff, from the community when
possible. Field workers should be locally
selected and trained and totally dedicated.
(3) Structure the organization so that it is not
dependent upon anyone personality for success
and/or survival.
(4) Establish community contacts before starting.
Knov;
;
(a) the local power brokers
(b) the local political structure
(c) similar groups and what they do
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(d) the territorial prerogatives claimed by
groups as well as your own
C5) Establish community trust by training local
community constituents and establishing a net-
V7ork of advocacy centers.
(6) Provide time to nourish the groups or satellite
centers you initiate and/or support.
(7) Don't isolate yourself. Establish communica-
tions and resource linkages with other groups.
(8) Prepare carefully for community meetings and
training sessions:
(a) be clear
(b) be factual, do research
(c) present both sides of an issue
(d) brief each other before and debrief after
such meetings
(9) Choose issues with much potential for success.
(10) Have an effective board of directors; one that
is supportive and functional, able to raise
funds, and cultivate political support.
(11) Use political power as a viable strategy. Be
cognizant of the local pov7er structure and
politicians but do not become aligned with
any group.
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(12) Be financially independent.
(13) Set limits. Communicate to constituency and
public what advocacy work the group will
handle. Don't attempt too much.
(14) Use litigation as a strategy of last resort.
Time and expense will often dictate the use of
this strategy. Therefore, an available back-up
legal resource linkage would be advantageous.
(15) Keep the constituency and public informed and
educated. Communicate with and inform them
through
:
(a) the mass media
(b) community meetings and periodic reports
(c) produce self-generated materials, pamphlets
(16) Comnmnicate with similar groups, informing them
of advocacy actions planned or being taken and
assist them in their efforts if asked.
(17) Make special use of the media to communicate,
educate, and expose and to remain in the public
eye
.
(18) Survive. Do whatever is necessary to survive
and be effective.
(19) Be an advocate. Never compromise!
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The compared advice, like the strategies, is
similar. These strategy and advice similarities will,
in Cliapter VI, be put together in an exemplary model of
education parent advocacy participation.
CHAPTER VI
THE MODEL, SUMTIARY AND RECOMMENDATIONS
Chapter VI will present an exemplary model of
parent advocacy participation from the 2*ecommendations of
the eight identified sites. The model will comprise
perceived successful strategies, techniques, and suggested
guidelines discussed in Chapter V. Lastly, this chapter
will offer recommendations for further study of advocacy
groups in education
.
Historically, emerging advocacy groups usually
gained their genesis from a reaction to a particular
situation— a situation that might have been a perceived
crisis—cne that required change. Such a beginning usually
dictates the initial focus of the group from which the
first leader emerges. After the initial courses of
events settle, thoughts of formalizing and insuring the
existence of the organization evolve. The following is
a guideline model offered as strategies and techniques
which hav'e proven successfui. for the gi'oups investigated
in this study.
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The Model
1. Identify and select a leader . Initially, emerging
groups may operate in a rather egalitarian manner because
group formalization is not immediately necessary. At
.some point, however, groups must formalize in such a
manner that the system will recognize them, especially the
funding agencies, and view them as legitimate. Groups,
in addition to creating a constitution, usually begin to
formalize their structure by identifying those roles
responsible for carrying out the agreed-upon goals of the
group. One of the most important role decisions made
is the identification and selection of a leader. In mak-
ing such a selection, these suggestions and advice might
prove helpful:
(1) Choose a leader who has the perceived needed
skills (these skills might include administra-
tive, supervisory, special planning, strategy
development, fund raising, etc.).
(2) This individual must be in concert with the
group's philosophy and advocacy thrust/goals.
(3) He/she must have the time to serve properly.
Advocacy work is full-time and time consuming.
(4) He/she must not be fearful of making decisions
by consensus. In brief, a democratic leadership
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style is necessary, one that is sensitive to the
involvement of all participants, that is mind-
ful of net only task distribution but the social
interactions of the total group, that makes staff
feel important and needed, and that they are
contributing to the total efforts of the group,
that constantly communicates with staff, keeping
all informed.
A local community advocacy group that will operate
within well defined geographical boundaries and primarily
with one ethnic group should make every effort to choose
the leader from that local ethnic group; or, the indivi-
dual chosen must be well known, respected and acceptable
to the advocacy group and its constituents. One of the
most important tasks of a leader is trust building, both
within the organization and among the constituents.
2. Hire a conscientious and dedicated staff . When pos-
sible, for newly forming groups, select staff from the
community you plan to serve. Such consideration might
not be important after the group has been in existance
for come years and established a good track record.
3 . Make certain the croup is structured so that it is
not dependen t upon one individual or personality . The
loss of such an individual could prove devastating to
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the group, hampering its progress or even causing its
possible disintegration. Keep the group viable by pro-
viding a mechanism for training staff for newly emerging
roles
.
4. Before and during the group's initial formative ef-
forts, establish and know community contacts. The group
should know the local pov/er brokers, the local political
structure, the existance of local similar groups, v/hat
they do and the territorial prerogatives claimed.
5. Establish focus
. Set short as well as long range
goals. Most important, choose easily reachable goals,
those for v;hich the group has the materials and personnel
resources. Also, establish a realistic time frame for
realizing the goals.
6. By establishing focus, the setting of realistic/
reachable goals, group advocacy limits can/should be set
and communicated to the conmunity. Don't be too ambi-
tious. Handle only what you know the group is capable of.
7. Select a good board of directors . In many states,
this is a necessary process for gaining a not-for-profit
status. Select a board that is supportive and functional,
able to raise funds and cultivate political support.
8 . Build a local power base and help establish community
trust by training local community constituents and
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GV0ntUcilly Gstablishing a. nGtwork of individual advocates
and/or groups. Always provide time to support and nourish
such individuals and satellite groups.
Initially choose issues with excellent potential for
success . Such discretion of issue selection will provide
constituents and group with a sense of accomplishment and
continuity of success. Provide a successful track record.
It is crucial to survival of the group that careful atten-
tion is given to issue selection. No win issues leave
all concerned frustrated and may lead to the group’s de-
mise .
1 0 . Establi sh linkages with other groups with similar
goals . Resource and communication linkages are very im-
portant. Such linkages reduce the possibility of isola-
tion. Never allow the group to be isolated. Clients
can be referred to other groups that handle v;hat you can-
not. These linkages can enhance your advocacy work and
help to keep the organization viable. The group will be
better able to serve as an advocacy resource for its con-
stituents .
11 . Keep your constituency and public and other groups
informed by developing a vehicle for disseminating informa
tion. Let them know what is being planned, what is needed
from others and what others are doing. Use the mass
lacdia, produce self-generated materials, pamphlets.
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periodic reports, and community meetings. When conducting
public meetings and/or providing group training, carefully
prepare. Be clear, present both sides of an issue, be
factual—don't lie—do your homework, research. It is
•always good to brief one another before and debrief after
such meetings. Don't be turned off by small turnouts for
meetings. Much can be accomplished v;ith a small group
and quicker than with large groups. Also, there will
be fewer vested interests in smaller groups.
12. Keep the group in the public eye by using the media
to communicate, educate and expose. Careful issue selec-
tion, clicosing those with a good chance of winning, will
aid in keeping the group in the public eye/the media.
13. Be financially independent . Membership dues are usu-
ally not able to sustain the administrative and advocacy
work of the group. It is best not to have or depend upon
such dues. Do not accept funds from political parties
or special interest groups, local teacher unions, school
boards, or other city/state agencies. Such funding
would place serious constraints and controls on the advo-
cacy work of the group. Seek private funding from founda-
tions and similar organizations. Some federal grants might
prove acceptable, but the grant constraints must be
carefully investigated. One simple test is to ask your-
self if the grant can be used for those purposes the
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group was founded upon. If the answer is no, then such
funds should not be accepted. The group must devise and
develop ways of raising funds. If the fund raising skills
are found wanting among the present staff and director
hire someone especially for this purpose. It is important
at some point that the group train someone for such a
role. Fund raising is an on-going activity and should be
diversified.
Some ways in which groups might augment and gen-
erate funds include: the sale of self-generated and pro-
duced materials; use of resources of the board of
directors; build a resource network with other groups
that can be used to provide information about funding
sources. Funding is crucial to the survival and success
of a group. The ability to develop and implement a
strategy is often times determined by adequate funding.
14. Cultivate and use politica l power . The use of
political "clout" may well mean the difference between
the success or failure of an advocacy thrust. Know the
local, state, and federal political representatives.
Get their attention by initiating voter registration
drives. Support those issues that will enhance your ad-
vocacy work. Be careful not to form permanent alignments
or alliances with any political party or group. Be
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neutral, your political support should not be predictable.
15. Use litigation as a strategy of last resort . Use
available administrative remedies first. Litigation is a
potent strategy but expensive and slow. It might take
years and much money to get a court decision. Further,
there arc no guarantees of winning. This strategy should
be used with discretion, but especially when all else
has failed and a positive result can be gained. Available
money and time will realistically dictate the use of liti-
gation .
16. Make use of research and monitoring as a technique
of informing communities and helping them to hold agencies
accountable for the responsibility of implementing already
won court and legislative decisions. Expose such agencies
by publicizing your findings.
17. Agitate, don ' t cooperate . Never use cooperation as an
advocacy strategy. It is conflict, not collaboration that
gets results. Your client's rights must never be com-
promised for the sake of an immediate solution or decision.
IS. Do v;hatever is necessary to survive and be effective .
The group must survive in order to be successful. Re-
maining in the public eye would eventually lead to greater
recognition and acceptance of the group by the community/
potential clients. Surviving, then, would also lend
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credence to the group's legitimacy in the eyes of the
community, local special interest groups, educational
agencies/boards and adversaries. Surviving often times
causes an aura of power to be created, sometimes more
apparent than real. One additional note here, devise
techniques for letting potential clients know that you
exist. Contact churches, community organizations,
social as well as recreational, place flyers in areas
frequented by the public, and use the mass media whenever
possible for this purpose. Generate and distribute a
handout brochure. Include (a) a brief historical sketch,
v.’ho you are; (b) note your expertise in the advocacy
field, why you feel your group has been successful;
(c) clearly state what you do and what the organization
can do for the clientele; (d) state who you serve;
(e) state who you train and what kind of training is
offered; (f) state how you educate the public; (g) state
if you help organize other groups; and (h) describe
how effective you have been, note your track record.
The author hastens to point out that this model
makes no pretenses of having included every aspect of
advocacy work, or every workable strategy and technique.
Many workable strategies and techniques will be developed,
implemented and evaluated during the course Ox an
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organization's existence. These suggested strategies
and techniques have proven successful for those advocacy
groups investigated by the author. The model, then,
provides a viable parameter within which to begin opera-
ting. The suggestions, if used and adapted by newly
forming groups to their own peculiar circumstances, v;ould
improve their potential for success. Success cannot, of
course, be affirmed with any degree of certainty. Be-
cause of a ] ack of success guarantee with advocacy pro-
grams, it would behoove beginning groups to benefit
from the experiences of others so that serious miscues
might be minimized.
Groups using the author's exemplary model would
have the advantage of knowing these suggested strategies
and techniques have proven successful for other similar
groups. Such knowledge might serve as a catalyst for
program formulation and maturation.
Summary and Implications of the Findings
Children obtain a sense of themselves from many
places. But society's main vehicle for conveying a
sense of place is in the school. The public education
system shapes the knowledge, attitudes, and practices
of children.
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Schools perform a critical societal task of
conveying to the children of the affluent a sense of un-
liinited expectation and destiny; equally, they convey to
children of the less affluent a sense of a lack of fate
control, an expectation that future place and role will
be limited. These attitudes particularly affect minority
children. Such reforms as revision of teaching technology
and governance will not affect this fundamental public
education effect—one contrary to our societal belief of
social, economic, and political mobility and almost limit-
less opportunity.
This destructive shaping of attitudes can be iden-
tified in the detail of its functioning. The public school
system is apparently unable to effectively educate most
youth in general and minorities in particular. A variety
of mechanisms have been developed to create a new and
more constructive climate in public schools, one which
encourages every child to explore the real limits of
his/her potential. Broadly, this climate is best described
as one of child advocacy or consumerism in public educa-
tion. This was brought about, in part, by dissatisfied
consumers of education: the students, parents, and
community
.
It is crucial that consumer rights and responsibil-
ities be firmly established in elementary and secondary
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education, as it already has in higher education. The
development of a strong sense of rights and of the ab-
ility to influence the educational process is essential
to individual public education consumers, the students,
their parents as well as the community. The fear of
the school establishment on the part of the parents, and
the resultant and present sense of pov;erlessness is des-
tructive to all elements affected by it--especially to
students whose self-expectations are shaped by it, but
also to teachers who convey it daily in the classroom.
Chapter II of this dissertation indicates an ever grov;ing
schism between the school on one side and the parents
and community on the other. It can be argued that there
has been a renewed des-Lre on the part of parents, children
and conununity for more in-put into the educational
system’s curriculum, policy and practice formulations.
Such in-put clarifies their needs and aspirations and
guarantees parental participation.
There is now a body of data which points up the im-
portance of relevant parent/citizen participation as a
vital structural intervention into the governing
structure of public education. Such parent participation
g0i^V0S as a needed countervailing force a force that
provides incentives to modify teacher behavior and
eventually knowledge, attitudes and practices as necessary.
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to cause local school boards to bo more responsive and
responsible to its constituency, the parents, students
and community. This countervailing force has and must
continue to emerge in varied forms of parent/community
educational advocacy participation programs.
The author does not mean to imply that advocacy
groups are the panacea for v;hat ails the educational
system. Nor is he implying that such groups will cause
major changes in the structural foundations of the educa-
tional system, but rather, through agitation, make the
system more responsive to those it purports to serve.
The implication here is that parent advocacy groups are
necessary for that reason alone. Who better could moni-
tor the behavior of governmental agencies responsible for
implementing and enforcing laws that impact upon the
education and rights of our children on a continuum?
The landmark Brown vs. Topeka, Kansas, Board of Educa-
tion Decision of 1954 was perhaps one of the most pro-
found decisions rendered by an American Judicial Court.
The law provides for equality of educational opportunity.
It, as well as other similar legislation, does not/has
not assured the realization of such laws. Much of wliat
has to be done is dependent upon the good will of those
in power. Change, as painful as it sometimes is, very
seldom if ever occurs smoothly. Some upheaval usually
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takes place. Change, then, is often dependent upon such
upheavals. Parent advocacy organizations do monitor
the application/implementation of already passed laws
and serve as a vehicle for such upheaval.
Parent advocacy groups provide a viable vehicle
through which parents participate in the governance of
their schools, impacting upon policy formulation and
implementation as well as monitoring the allocation
of some $54 billion spent yearly on public education in
this country. Such in-put on the part of parents makes
them a force v/ith which to be reckoned.
The review of the literature and the author's find-
ings have led to the following conclusions;
(1) Parents have always been concerned about the
educational welfare of their children. Parents
as well as the total conmiunity want more control
over their schools.
(2) Few real opportunities for school governance
on the part of parents have, on a volunteer
basis, been made available by professional
educators
.
(3) There has been little, if any, educational re-
form and no substantial or sustained change.
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(4) Lasting changes can only occur with the
participation of parents in their development,
implementation and evaluation.
(5) Industry can help change the present status quo
which is not in congruence with the educational
wishes, aspirations, and needs of the poor and
minorities. This change can take place should
industry take a more active role in the support
of educational consumer advocacy.
(6) The Community Control Movement gave rise to the
emergence of varied forms of educational parental
consum.er advocacy groups. This movement did
provide for increased parental involvement and
participation in school governance.
(7) The already won court edicts have not been
successfully enforced. The effectiveness of
the courts have, in the main, been found wanting.
The author notes that the various court decisions
have helped to increase the level of educational
parental advocacy participation.
(8) Educational accountability cannot be success-
fully implemented given the present state/con-
trol of the educational system by the profes-
sionals.
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Th© findings just notGd identify the need for strong
parent advocacy groups and implies the role they must
plsy* The author's investigation of the advocacy groups
visited and the shared successful strategies and tech-
niques included in the model lead him to these additional
conclusions
;
(1) Individual case advocacy appeared to have less
of a changing effect upon the school system
than class advocacy except in certain specific
instances
.
(2) Class advocacy incorporating litigation causes
the educational system to iriake more than just
superficial changes. Litigation that asks for
specific remedies or reliefs alone serve as
important levers for change.
(3) State, federal, and local laws can be important
to the success of an advocacy group if moni-
tored. Securing the rights and entitlements
under existing laws and regulations is important,
but developing ways of intervening in the
interest of youngsters with special needs by
proposing and/or stimulating the development
of new/relevant laws and regulations must be a
trenchant role of advocacy groups.
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(4) Advocacy groups must establish communication
linkages with one another. Sometimes these
linkages are looser-through newsletters--while
others are tight and somewhat formalized through
actual visitations, phone calls, and periodic
conferences
.
(5) Adequate funding and fund maintenance may be
the single most important factor affecting a
group's survival.
(6) Schools usually view advocacy groups as adver-
saries. Advocacy intervention can result in
intransigent resistance to change.
(7) Advocacy groups must have some formalized or
regularized icrraats for the development, im-
plementation, revision and support of goals
and strategies.
(8) The advice, strategies and techniques offered
by the groups investigated and shared in the
exemplary model can be adapted to those contem-
plating the formulation of similar groups.
(9) Advocacy groups can be effective political in-
fluencing forces by using their membership/
affiliate votes to support those issues germane
to their advocacy work. This is a necessary
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strategy to.'devclop and use if lasting changes
are to be affected.
(10) Advocacy groups are not alv/ays supported by all
elements of the community/public
. These groups
should not be dependent upon membership dues
for support.
(11) Advocacy groups can make the sytem more respon-
sive to the public. They, however, have not
been that effective in changing the educational
system. No substantial ripple effect resulting
from advocacy Intervention is felt in other sub-
systems of the school system.
(12) Advocacy groups represent collective parent
power. Parents can/do participate in school
governance through such groups.
(13) There are hundreds of advocacy groups scattered
across the country. Moreover, these groups are
not knowm by everyone, especially many potential
clients. A campaign, on the part of advocacy
groups, should be launched to let the public
know of their existance.
(14) It is doubtful that a single scientifically
validated strategy/technique will emerge to
A varied approachsatisfy all change needs.
should be persued. Local customs and values will
help determine the development and use of a
strategy
.
It should be noted that the general consensus among
the groups was not developed, and implemented strategies
do not/will not work all of the time. A successful strategy
or technique enjoyed by one group might fail with another.
Timing, method of development, implementation, evaluation,
re-evaluation as well as adaptability are some important
keys to the potential success of a strategy. Gottsegen
pointed out that making statements at school board meetings
did not work well for the Chicago Education Project as a
strategy. However, this strategy properly timed and/or
coupled with another strategy might prove beneficial.
The strategies and techniques that proved ineffective, for
the croups investigated are implicit in the suggestions
offered by them.
Vv’ilcox and Haskins summed up the implications of
parental involvement/participation through advocacy
groups in the following statement:
Parents/farnilies have a natural non-negotiable
right/responsibility to guard/protect the right
of their children to be perceived as being human/
educable, as being members of a family and as
being members of a community and to be involved
in shaping the content/policy of their (children's)
educational programs. The failure of school
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systems to effectively provide educational justice
to all children, shifts the exercise of parental
decision making from a right/responsibility to
an absolute necessity,
^
The successful strategies, techniques and advice
shared in this study constitutes the parameters of sus-
tained and successful educational parent advocacy parti-
cipation.
Some Recommendations for Future Study
1. Careful study is needed to help explain the
process through which groups institutionalise certain
strategies and techniques; hov7 best to use certain stra-
tegies and how best to analyze their impact in causing
changes in cur social structure/school communities?
For example, most advocacy groups investigated by the
author used lawyers for litigation. The use of lawyers,
however, may cause problems for the group:
(a) Fund raising might be needed to pay for
legal fees.
(b) Might have to find a lawyer willing to
donate part of or all of his/her legal ser-
vices .
(c) Litigation takes an inordinate amount of
^Preston Wilcox and Kenneth Haskins, Parent Implc-
mentation in Education: An Educational Model, (New York:
AFIIAM ' A £> sccTa t e s , 1975) , pp. 1-13.
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time and might prove both time and cost
prohibitive.
(d) There is no guarantee of winning,
(e) The group may have to establish a resource
linkage with one or more organizations that
have the needed legal services. An advocacy
group, armed with this kind of information
would be better prepared to make a decision
concerning the development, implementation
and support of a particular strategy.
Such a longitudinal study would need to be conducted on a
long period of time, investigating all facets of the or-
ganization's development. A study of no fewer than three
years and optimally seven v/ould provide better evaluative
information discerning the change impact a group makqs on
its community.
2. An analysis of the type of internal organiza-
tional structure is needed. Such information may help ad-
vocacy groups choose an organizational structure that is
both functional and inexpensive to operate. For example,
some organizational formulations of from two to three total
staff might prove just as effective as some elaborate formu
lation of ten or more with a complex managerial arrangement
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3. The case studies clearly indicated certain
activities common to all groups. Those doing future stu-
dies of advocacy groups that perceive themselves as success-
ful raight help select the study group by focusing on the
efficiency with which they carry out these activities:
(a) Conducting individual case advocacy invol-
ving students and/or parents.
(b) Identifying and securing services for
clients not provided by the group. This
is sometimes accomplished through linkage.
(c) Conducting training sessions to strengthen
other mandated groups, like local parent
organizations, Title I and VII parent advis-
ory councils and the like.
(d) Monitoring local school, state and federal
practices
.
(e) Disseminating relevant information to the
conmiunity and clients.
(f) Bringing issues before the public.
(g) Influencing local school policy practices
and the interpretation and formulation of
such policies.
(h) Training others to act as advocates. In-
cluding the initiation and support of such
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groups, parent, student or community.
(i) Using litigation as an advocacy strategy.
(j) Forming coalitions or linkages with similar
groups in order to broaden their potential
for effectiveness and using this strategy
as a successful public relations vehicle.
4. Adequate funding and the maintenance of funding
are major factors affecting the survival and success of
advocacy groups. The case studies shovv’ed that strategy de-
velopment is dependent upon the level of funding. It takes
from three to seven years to prove a strategy. The usual
current funding levels are inadequate, often times causing
a group to delay the development and implementation of a
needed strategy.
An indepth analysis of funding patterns, fund
maintenance and funding sources could yield invaluable in-
formation for advocacy groups, especially if the focus is
on sustained funding. Research as to how advocacy groups
could become financially self-sustaining would be also
beneficial
.
Parent participation advocacy groups may well be
the most important educational change agents available
to parents and students to date. It is through these
groups parents participate in school governance, exercising
223
their rightful and important role in education. The model
shared by the author can be of immediate use to those in-
itiating an advocacy program. The model does not imply
success if used but rather the potential for success will
be heightened. The model can be used as a tool to help
insure that newly formed advocacy groups guarantee parents
the opportunity to become full partners with the educa-
tional system—making sure that it meets their needs,
aspirations and desires, and is accountable to them as
well as the comniunity. '
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APPENDIX 1
Dear
I am a Doctoral student at the University of
Massachusetts, as well as the Principal of the famous
Arthur A. Schomburg, IS 201 located in Central Harlem.
(The school that started the school decentralization
movement in New York City.)
Because of my educational philosophy and close in-
volvement with the IS 201 Decentralization Experiment,
I have become very interested in "parent participation"
(£idvocacy) organizations. Sucli organizations were to a
large extent, responsible for the New York City Decentra-
lization Law being passed v;hich decentralized the country's
largest "Board of Education" into thirty-two smaller com-
munity school districts. There are many varied Parent
Advocacy organizations—and very little is kno\vriabout
them: who they serve? how do they function? what strate-
gies and techniques were successful in helping the organi-
zations survive? and, how do they perceive themselves."'
A brief, simple questionnaire is enclosed to help
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you share the information with me, my community, and
university. These are questions I feel only you can
adequately answer.
Please help me to tell part of your story and
possibly visit with you at some future date.
Sincerely
,
Bertrand J . Brown
,
Principal
BJB;cf
Enclosure
APPENDIX II
Dear
Please know that I have received the questionnaire
you completed for me and was quite excited by your res-
ponses.
I am looking for exemplary parent participation
organizations, those with perceived successful exportable
strategies and techniques as well as a desire to share
such information. I feel that yours is such an organiza-
tion and I am requesting that you allow me to visit with
you on
.
If this time is in-
convenient, please contact me via the self addressed
envelope at this address: Bertrand J. Brown, Principal,
IS 201; 2005 Madison Avenue, New York, New York 10035, or
call me collect at (212)690-5880 or (201) 569-3664 so that
a more convenient visitation can be set.
Thanking you in advance for your continued coopera-
tion .
Yours in Education,
Bertrand J. Brown,
Principal
BJB:cf
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PRELIMINARY QUESTIONNAIRE
PART I. Date:
Official Name of Organization
Address ' Phone no.
Name of Person Completing Questionnaire
Title^
1. When was the organization founded (year)?
2. Staff Hierarchy (Key contact people):
NAME Highest Edt * 1 Background Age Ethnicity
(a)
(b)
(c)
(d)
(e)
(f)
3. Hov; many staff are full-time? part-time?
Pa id
4. Do all staff members live in the community? Yes No_
5. If no, how many live outside the community?
6. Check the response which most accurately described
your constituency:
(a) All are parents
(b) Parents and other com.munity folk
(c) Parents and Students ^
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(d) Parents, Students & other
Community folk
(e) Community folk
(f) All are students
(g) Other Explain
PART II.
1. List at least three significant actions taken by
your organization?
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2. Hov; satisfied is your constituency?
(a) Are you able to influence budget decisions?
(b) Are you able to influence school curriculums and
personnel policies (i.e., Staff Selection)?
(c) Are you able to influence decisions concerning
student rights?
3. How do you communicate with your constituency?
(a) Weekly conference?
(b) Monthly conferences?
(c) Newsletter/paper—how often produced?
(d) Other
Explain
4. How is the organization financially supported?
(a) Membership dues
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(b) Grants (private)
Federal or Foundation
(c) Local Board of Education
(d) State Board of Education
(e) Local Teacher Union (s)
(f) Local Political Clubs
5. How does your organization differ from similar groups
funded by the State, Federal, or Local Board of Edu-
cation/Government?
6. How is your organization perceived by the local educa-
tional system (Educational Unions inclusive)
V
(a) As an adversary? In brief, why?
(b) As an advocate? In brief, why?
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(c) Other? Explain
7.
What have you learned from other organizations that
has made your program better.
8.
Would you be willing to share your major success and
failures with others who might be contemplating
forming an educational advocacy group?
9.
Do you feel that your organization can be listed as a
Parent Resource Organization to be consulted by in-
dividuals and/or groups interested in the field of
education advocacy?
10.
To what extent did you and your constituency attempt
to v;ork through the local schools, Parent Teachers'
Association, School Boards and other established social/
educational agencies before exercising the option of
246
formulating your Own advocacy group?
11. Do you have literature/materials which you use to
publicize the work of your organization? Yes
No . If your answer is yes, please attach a few
samples of such material.
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The author will ask the following protocol questions but
may not limit himself to just those listed. Each respon-
dent v/ill be asked to tell the author about their organ-
ization, i.e., the successes, failures and advice for
other groups. The author plans to allov; the respondent
much freedom in answering the questions. As the respon-
dents talk, the author will probe for the answers to those
protocol questions not so checked. Each respondent will
be asked to share other materials— such as newspaper/
magazine articles, printed materials—other people re-
sources and the like. Each interview will be audiotaped,
edited, and typed.
PROTOCOL QUESTIONS
1. Your organization perceives itself as being success-
ful and you listed several major successful activities
on the preliminary questionnaire, are there others that
add to your track record?
1.1 What are they? Let’s explore them:
2. Why do you feel you were successful?
3. What are the goals/objectives of your organization?
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3.1 Are these long range—short— intermediate?
3.2 Have you been successful at realizing these
goals? Why?
4. Have you had some major failures? What are they?
4.1 What were the reasons for these failures? Let's
explore them one at a time.
5. Would you say that your membership feels a sense of
success about the organization? Why?
6. Would you consider your organization more of one of
pciren t/citizen initiated? System/school initiated?
Federal/state initiated?
6.1 Why?
7. What kind of advice would you offer individuals or
groups contemplating the formulation of an educational
advocacy organization as it relates to:
(a) Key personnel and time needed to perform prescribed
tasks
.
(b) Clear goals—long and/or immediate.
(c) Tactics/strategies of implementing actions/
politics.
(d) What kind of funding is necessary to sustain the
organization?
7.1 What percentage of the funding can be expected
from the clients, if any?
8 .
2A9
What is the level of active parent participation?
(a) Hov; many members attend meetings and/or are
involved with implementing strategies for change?
9.
V'Jhat percentage of the membership does this represent?
9.1 Is this the expected level of participation?
9.2 If not, what is?
9.3 Under what circumstcinces does the level of par-
ticipation increase? Decrease?
10. To what degree does the staff reflect the ethnic mix
of your clients/membership?
11. Are all of your staff full time? What percentage is
part time? Would you advocate that the Director's
responsibilities dictate full time participation?
11.1 Is your Director's position paid or non-paid?
11.2 V'Jhat is the tenure of your position? Is it
changed through an election process? IIov; often?
11.3 Does this apply to all staff members? If not,
what percentage?
11.4 How do you provide for membership participation
in the decision making process?
11.5 How do you make use of unique skills of the
general membership? Give exam.ples.
12. V'Jhat might you do differently if you were to begin
all over again?


